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EDITORIAL 


This Special Number is devoted to preschool education, or to be more 
exact, to those preschool establishments which cater for children from 
the ages of two to six or seven years — nursery schools and kindergartens — 
and to the associated educational theory and action. 

The latter half of the XIXth and the first half of the XXth century 
were dominated by important personalities who put forward a coherent 
and total system of preschool education: Fröbel, Montessori, Decroly. 
These three great educationists made — though this may not have been 
sufficiently appreciated — a kind of synthesis of what was known at the 
time and proposed an original, comprehensive solution. Fröbel’s thinking 
represents a privileged point of convergence of the romantic and ration- 
alist educational movements: Comenius, Rousseau, Basedow, Pestalozzi, 
Herbart, Diesterweg, .... Montessori in some ways marks the end of 
the first period of experimental psychology, the analytical period intro- 
duced by Fechner, Weber, and so many others. Finally Decroly es- 
tablished his entire system from the first total, active view of the 
personality of the child. 

Since then we have tried to assimilate the ideas of these great masters, 
to translate their ideas into educational practice and to explore the 
personality, intelligence and physical world of the child. The progress 
made so far is quite considerable; the names Piaget, Erikson, Bowlby, 
and those of so many other research workers are a striking proof of this. 
On the educational level in particular, preschool education is beginning 
to derive great benefit from the unusual expansion of educational 
research which was at first focused on primary and secondary education. 

Nevertheless, we have still failed to find that outstanding person able 
to make a synthesis of all contemporary findings and to put forward a 
new general system to replace that of one of the three great predecessors. 

We should have liked to have presented a picture of the most important 
psycho-pedagogical developments in the field of educational psychology 
of these last ten or twenty years. It will be quickly noted that we have 
sketched rather than painted and have suggested guiding lines rather than 
followed through to close and detailed analyses. Why? Because through- 
out the world so many things happen simultaneously that a number like 
this cannot deal with what is a moving, let us say a disparate reality. 

This disparate nature is at the moment not limited to preschool 
education but applies to all contemporary education. If it appears that 
this Special Number is somewhat diverse in nature, it is because we are, 
or at least we believe we are, in a period of transition and development. 
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How is this Special Number arranged? 

As usual, it is firstly divided into two broad sections, main articles and 
communications. In the first, two groups of contributions will be found: 
the general state of the problems and selected research projects. The 
second begins with an historical survey and a review of cultural obser- 
vations. We then present specific studies which, backed up by certain 
book reviews which will be quoted, give an insight into preschool 
education on the one hand in highly industrialised European countries, 
and on the other in South and Central America and in Asia. The position 
in the United States is mentioned in the main article by B. Trouillet. As 
regards Africa, it will be remembered that the editor published an article 
in this Review on the occasion of the 20th anniversary of UNESCO.1) 

The book review section and a selective bibliography conclude the 
number, ‘ 

After having dealt with the situation of preschool education in general, 
Bernard Trouillet, Research Fellow of the Deutsches Institut für inter- 
nationale pädagogische Forschung (German Institute for International 
Educational Research), Frankfurt, offers a comparative, synthesised 
study. In this way we are immediately brought to the essence of the 
matter. 

Then, using the reformist tendencies stirring in the Kindergärten in the 
Federal Republic of Germany as a starting point, Walter Schultze, 
Professor of Education and Director of the same institute, raises a 
problem which concerns us all. The importance which the discoveries of 
the modern behavioral sciences make us attach to the systematic edu- # 
cation of children below seven years of age, leads us, doesn’t it — mainly 
on the pretext of ensuring maximum cognitive development — to rob the 
child of the beneficial influences of a more natural, less restrictive world. 
It would be wrong, the editor feels, to avoid this question. Is robotisation 
through active conditioning so unimaginable? 

Moshe Smilansky, Professor of Sociology of Education, University of 
Tel Aviv, and his wife Sarah Smilansky, Senior Research Psychologist, 
Henrietta Szold Institute, Tel Aviv, illustrate one of the main tendencies 
of contemporary research and action for preventing, diagnosing and 
compensating socio-cultural handicaps. The same preoccupation figures 
prominently in the book of C. Bereiter and S. Engelmann 2) as it does | 


also in the American Head Start programme. All these efforts tend | 
simultaneously to make use of the maximum human potential and to | 
give each person the best possible chances in life, a thoroughly democratic | 
attitude. | 

Another main tendency is shown in the article by Patricia Olmsted | 
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from the Institute for Development of Human Resources, University of 
Florida, and her two co-authors, Carolyn Parks and Annette Rickel. Here 
it is an aspect of cognitive development, the grouping and classification 
which J. Piaget and B. Inhelder have studied and which the research 
workers at the Merrill-Palmer Institute take up with an experimental 
approach. Nickel’s book?) on visual perception also belongs to the 
cognitive domain. 

We should also have liked to have dealt with research on compensation 
specifically for verbal handicaps, on the first introduction to mathematics 
and on the relation between preschool education and education within 
the family. Unfortunately this has not been possible. 

The affective domain continues to attract much attention, as is 
witnessed by M. G. Janis’ competent study.?) Finally, in spite of its 
methodological shortcomings, the research by D. Gardner and J. Cass 2) 
represents a promising approach: the objective study of teacher-pupil 
interaction in preschool institutions. No doubt, we may expect a lot of 
much needed work in this field in the coming years. 

The communications begin with a moving tribute to O. Decroly by 
Valérie Decordes, Brussels, his main collaborator in the field of preschool 
education. We have tried to preserve all the life, enthusiasm and true 
poetry of this record. It is good that in a Review which the desire for 
scientific preciseness can easily make a little dry, we suddenly feel the 
beat of a human heart. Was this not the best way to remember that the 
education of young children is also to a large extent a question of deep 
affection and spontaneous feelings? 

Moreover, the works of S. Herbiniére-Lebert and Ch. Charrier ?) and 
of L. Pourveur ?) remain directly in the spirit of the thinking of Decroly, 
the second being particularly conscious of the question of practical 
application. 

The need for affection we have just mentioned, is also stressed, but in 
a quite different context, by Germaine Duparc, Director of the Maison 
des Petits, and Professor at the Institute of Education of the University 
of Geneva, who points out the gulf existing between the natural environ- 
ment which respects the biological rhythms of which the child has so great 
a need, and the hurried, artificial type of world ours is constantly 
becoming. 

As we showed at the beginning of the Editorial, the contributions 
which follow take us, in a way, on a world tour of preschool institutions 
and their problems. We are unable to go into detail but above all let us 
remember the universal realisation of the importance of a scientifically 
devised education during the first years of life. 
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Last but not least follows the work of Elsa Walter, psychologist and 
former Director of the Institute of Education of the University of the 
West Indies, dealing with teacher training in the British West Indies. It 
is possible to be completely convinced of the crucial importance of pre- 
school education and yet to be able to do nothing, because of the lack of 
well-trained teachers. This problem is raised everywhere but is particu- 
larly acute in developing countries. This is why E. Walter’s work 
deserves special attention. It shows how intelligence used with energy and 
human feeling may compensate for a lack of wealth. This example may 
be a subject for deliberation for all those who claim to be convinced of 
the vital importance of the first years of life but who excuse their lack of 
activity as being due to the shortage of human and material resources. 

In conclusion, whatever were our limitations, a wide field has been 
covered in this Special Number. We should have liked it to have been a 
hundred times fuller. Indeed, no effort must be spared to win, all over 
the world, what may still be termed the battle for preschool education. 
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L’EDUCATION PRESCOLAIRE 
QUELQUES ASPECTS ET PROBLEMES INTERNATIONAUX 


par BERNARD TROUILLET, Francfort 


Introduction 

L'éducation préscolaire joue, depuis quelques années, un rôle prépon- 
dérant dans la discussion pédagogique. La rénovation des structures et 
du contenu de l’enseignement général s’est étendue également à l'éducation 
préscolaire. Sa fonction pédagogique ne doit plus se limiter à un rôle de 
garderie dont les activités n’ont que rarement un caractère éducatif 
complet et une finalité bien définie. 

Le texte des Recommandations formulées, en juillet 1961, à l'issue de 
la Rencontre des Ministres de l'Instruction Publique, organisée à Genève 
parle Bureau International d'Education et le Département de l'Education 
de l’UNESCo, ne précise-t-il pas que “sans perdre leur caractère social, ces 
établissements (pour jeunes enfants) sont d’abord voués à la première 
éducation et doivent, par conséquent, dépendre du Ministère de l'Edu- 
cation nationale. Le personnel éducateur doit avoir une formation de 
même niveau que le personnel des écoles primaires, complétée par une 
spécialisation, et le même statut que le personnel enseignant.” 

Tel est l'avis également de nombreux pédagogues qui se sont penchés 
sur le sort de l'éducation préscolaire et veulent lui donner un nouveau 
sens ou de nouvelles impulsions. S’ils sont, pour la plupart, d’accord pour 
procéder à une certaine réforme de l'enseignement préscolaire, en tenant 
compte des expériences pratiques recueillies dans ce domaine et des 
résultats de la psychologie moderne, ils le sont moins en ce qui concerne 
les procédés à suivre et les méthodes à introduire. 

La tendance à donner à l'enseignement préscolaire la place qui lui 
revient de droit dans l'échelle des institutions éducatives est de plus 
en plus prononcée. Cette tendance se manifeste dans le désir d'intégrer 
l'éducation préscolaire dans la structure générale de l'enseignement, sans 
pour cela altérer son caractére facultatif. 

Les raisons principales de l'expansion extraordinaire de l'éducation 
préscolaire dans certains pays sont évidentes: la poussée démographique, 
le développement du mode de vie urbain caractérisé par l'isolement de la 
cellule familiale, la participation croissante des jeunes femmes à la vie 
économique et l'obligation de se décharger de la surveillance et de 
l'éducation des enfants. Mais, à côté de ces facteurs d'ordre socio-éco- 
nomique se dessine, notamment sous l'influence des multiples informations 
pédagogiques, aujourd'hui fort popularisées, sur les étapes physiologiques 
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et psychologiques de l'enfance, un intérêt sans cesse grandissant à l'égard 
dela vie de l'enfant et à l'égard des moyens mis en ceuvre pour compenser 
les insuffisances et carences du milieu d'origine. La valeur pédagogique 
de l'enseignement dispensé au niveau préscolaire rencontre donc un 
succès croissant auprès des familles. Le milieu familial n'étant souvent pas 
en mesure de promouvoir le développement individuel de l'enfant, c'est 
l'établissement d'enseignement préscolaire qui doit en prendre la charge. 
Il joue donc le róle de passerelle entre le milieu familial et l'école. En tant 
que pierre de base du systéme scolaire, il se voit assigner d'importantes 
tâches éducatives dont la portée a été jusqu'à présent souvent mésestimée, 
C'est ainsi que l'éducation préscolaire peut contribuer au développement 
de la personnalité de l'enfant sur le plan physique, psychique, intellectuel 
et moral, neutraliser les influences négatives auxquelles l'enfant est 
soumis, dépister les troubles caractériels ou mentaux, conseiller les mesures 
thérapeutiques à prendre et activer la maturité scolaire par l'entremise 
d'activités plus ou moins systématiques. 

La vie en classe crée des possibilités d'observation, de collaboration, de 
créativité tout en insistant sur la formation du langage et de la pensée et 


sur l'enracinement d'une échelle de valeurs sociales et morales. Elle ` 


procure aux enfants une somme d'expériences et d'activités qui favorisent 
l'accés à l'enseignement primaire, sans pour cela le préfigurer. 
La démocratisation de l'enseignement, ce principe sur lequel se fondent 


toutes les réformes scolaires de l’après-guerre, ne prend sa pleine valeur que M 


si on l'étend également aux enfants qui n'ont pas encore atteint l’âge de 
scolarisation. La phase préscolaire permet la réalisation d'objectifs péda- 
gogiques que l’école primaire n'est pas à méme de poursuivre. L'éducation 
de la vie émotionnelle et affective, l'éducation sensorielle et gestuelle, 
l'acquisition d'une certaine maîtrise motrice, l'apprentissage de la vie 
collective, la croissance vers l'autonomie corporelle et l'indépendance 
psychique, c'est-à-dire l'affirmation du moi, les possibilités d'approche 
individuelle, la découverte et le développement des facultés latentes en 


chaque enfant, la promotion de la maturation intellectuelle, que de tâches | 


S'offrent à l'enseignement préscolaire. Son róle n'est donc pas, à première 


vue, de scolariser les enfants, mais de les “socialiser” et de les nantir d’un 


bagage éducatif conçu selon les principes respectant l'épanouissement 
individuel de l'enfant. En d'autres termes, la formation donnée aux 


enfants d’âge préscolaire ne doit pas poursuivre une fin en soi ou être | 


comprise dans un contexte scolaire et utilitaire; au contraire, elle est 
partie intégrante de l'éducation totale de l'enfant. Elle doit être en premier 
lieu une éducation adaptée à l'enfant, à ses possibilités, ses intérêts et ses 
facultés. 


ES DU  —————— EE ETT E 
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S'il est exact que, grâce aux données de la psychologie moderne, la 
nécessité d'introduire à l'école maternelle ou au jardin d'enfants des 
méthodes plus flexibles et plus différenciées se fasse de plus en plus sentir, 
on constate cependant dans la plupart des pays une forte opposition à 
l'égard d'une éducation préscolaire placée dans une optique scolaire, c’est- 
à-dire à l'égard d'une éducation sollicitant constamment l'enfant et 
dispensant, par l'entremise de programmes bien déterminés, une somme de 
connaissances mesurables. Entre les deux aspects extrémes que peut 
prendre l'éducation préscolaire, entre la garderie se contentant d'une 
conception pédagogique réduite à sa plus simple expression et l'école 
maternelle copiant le style dogmatique et livresque de l'école primaire, 
se situe toute une échelle de modèles éducatifs qui se distinguent par 
l'accentuation plus ou moins prononcée des principes de la totalité, 
de l'auto-développement et de l'autonomie de l'enfant. Les activités 
qui en découlent différent donc suivant qu'elles sont axées sur la liberté 
et l'épanouissement de l'enfant, sur la guidance ou sur un certain diri- 
gisme. 

Dans le cadre de travaux de recherches destinés à analyser les structures, 
les objectifs et les tendances caractérisant l'éducation préscolaire dans plu- 
sieurs pays européens et aux Etats-Unis, certains résultats se sont cristal- 
lisés,que nous présentons ici sous forme d'une vue d'ensemble succincte.) 


Organisation 

Le statut et les modes de financement de l'enseignement préscolaire 
varient selon les pays. Pour les uns, l'éducation préscolaire est intégrée 
dans la structure générale de l'enseignement (p. ex. en France et en 
Belgique) et soumise à des lois d'Etat qui peuvent méme s'étendre, par 
exemple en ce qui concerne le financement, à l'enseignement privé 
(Belgique, Pays-Bas). Pour d'autres, l'éducation préscolaire est régle- 
mentée par des lois autonomes. C'est le cas pour l'Italie et les Pays-Bas où 
elle n'est plus soumise aux lois de l'enseignement primaire. Dans les pays 
scandinaves (Danemark, Suéde) l'éducation préscolaire reléve des Affaires 
sociales et se trouve donc, au point de vue structurel, nettement en marge 
de l'enseignement général. En Autriche, ce sont les Pays Fédéraux aux- 
quels incombent la législation et l'organisation de l'éducation préscolaire. 

Dans la République fédérale d'Allemagne, cette organisation est placée 
à l'échelle communale, lorsqu'il s'agit d'établissements publics. En Suisse, 
où la situation est plus compliquée, l'organisation de l'éducation pré- 
scolaire publique reléve des départements cantonaux et/ou des communes. 
Aux Etats-Unis, les écoles maternelles et jardins d'enfants qui font partie 
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du système scolaire public sont réglementés par les lois de l'Etat dont ils 
relèvent. 


Les appellations données aux établissements préscolaires ne donnent 


pas toujours une idée de la nature du statut qui les caractérise ou du 
travail qui s'y accomplit. C'est ainsi que l'appellation “école” est souvent 
employée (école maternelle en France, école gardienne en Belgique, scuola 
materna en Italie, nursery school en Angleterre, lekskola en Suède), ce qui 
ne veut nullement dire que les établissements qui portent ce nom 
remplissent obligatoirement une fonction scolaire. Le terme “jardin d’en- 
fants”, traduction du “Kindergarten” allemand, s'est implanté surtout 
dans les pays de langue allemande ainsi qu'aux Etats-Unis. 

Quant aux formes d'organisation des institutions préscolaires, elles vont 
des établissements entiérement privés soumis à un contróle minimum aux 
établissements publics soumis au contróle de l'Etat. Entre les deux caté- 
gories se situent les établissements privés subventionnés par l'Etat et 
soumis, il va de soi, à des conditions réglementées par les lois. En Belgique, 
au Danemark, en Italie, aux Pays-Bas, en Allemagne et en Suisse, la 
plupart des établissements préscolaires sont la création d'organismes 
privés; en France, en Angleterre, en Autriche, en Suéde, ce sont les éta- 
blissements publics qui dominent. Aux Etats-Unis, les nursery schools qui 
accueillent les enfants de trois et quatre ans, sont, dans leur grande 


majorité, des établissements privés. Les jardins d'enfants (Kindergarten) | 


qui accueillent les enfants un an avant leur scolarisation, c'est-à-dire à 
cinq ans, sont, pour la plupart, des établissements publics. 

La question du financement ne se heurte à aucune difficulté lorsque 
les institutions préscolaires relévent, dans leur majorité, des pouvoirs 
publics (p. ex. en France). L'enseignement privé, par contre, est souvent 
assujetti aux subsides que lui accordent, plus ou moins largement, les 
autorités officielles. 


Dans deux pays européens dont le système préscolaire relève, en grande M 


partie, d'organismes privés (en particulier des Eglises), l'Etat accorde à 
ces établissements privés — sous forme de subventions — traitements et 
subventions de fonctionnement — une aide généreuse qui a permis, au 
cours des ans, un développement rapide de l'éducation préscolaire. Il s'agit 
de la Belgique et des Pays-Bas qui, à cóté de la France, disposent d'un 
réseau étroit d'institutions préscolaires que l'on ne retrouve nulle part 
ailleurs. Ces trois pays cités ont su reconnaître à temps la valeur socio- 
économique et pédagogique de l'éducation préscolaire et engendrer, à 
l'aide de leur appui financier, les facteurs nécessaires à son épanouissement: 


Un exemple à suivre pour les autres pays désirant atteindre, au niveau 


de la première éducation, un rendement pédagogique optimum. 
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Car si l'éducation préscolaire doit être ouverte à tous et disposer des 
conditions permettant un travail pédagogique efficace, il faut la délivrer 
des fardeaux pécuniaires. Ce but ne peut être atteint que par l'intervention 
directe de l'Etat, soit dans l'organisation de cet enseignement, où, an- 
térieurement, il s'est souvent abstenu de créer des sections dépendant ad- 
ministrativement de son autorité, soit dans le financement des établisse- 
ments privés répondant à des normes légales destinées à garantir la 
qualité de l'enseignement qui y est donné. 

Les Etats-Unis ont reconnu l'importance du probléme. Dans le cadre 
de la lutte contre la pauvreté et le déficit culturel, ils ont mis en ceuvre 
des mesures éducatives au niveau de l'enseignement préscolaire, destinées 
à réduire les carences des enfants issus de milieux défavorisés et livrés 
aux dangers de l'ignorance. Ces mesures qui ont pris le nom de Head Start 
sont organisées en grande partie par des personnes ou organismes privés, 
mais financées par le Gouvernement central. 


Statistiques 

L'éducation préscolaire s'adresse, en général, aux enfants âgés de3à6 
ans, l’âge de 6 ans accomplis étant celui de l'obligation scolaire dans la 
plupart des pays. En Angleterre, il est cependant fixé à 5 ans, dans les Pays 
scandinaves à 7 ans. Les établissements préscolaires néerlandais accueillent 
les enfants à partir de 4 ans et les gardent en principe jusqu'à 6 ans. 
Environ un quart des enfants âgés de plus de 6 ans y demeure cependant 
encore un an. 

La fréquentation des écoles maternelles ou jardins d'enfants ne dépend 
pas toujours du nombre de femmes au travail, comme on pourrait s'y 
attendre. Elle dépend davantage des traditions et de l'implantation des 
établissements. S'il est vrai que les pays disposant d'un fort pourcentage 
de femmes au travail se resaisissent et tentent de combler les lacunes, il 
n'en est pas moins vrai que ce sont les pays aux riches traditions dans le 
domaine préscolaire qui présentent les taux de fréquentation les plus 
élevés. 

C'est ainsi que les Pays-Bas comptent, sur 10 000 habitants, environ 
370 enfants fréquentant un établissement préscolaire, le taux de femmes 
au travail étant de 1795; pour la Suéde, par contre, le chiffre correspon- 
dant est de 80 enfants, le taux de femmes au travail étant de 3695. Pour 
les autres pays, les nombres approximatifs d'enfants inscrits dans les 
établissements préscolaires par tranche de 10 000 habitants sont les 
suivants (entre parenthèses, le taux de femmes au travail): France 370 
(26%), Belgique 460 (24%), Italie 250 (21%), Suisse 220 (28%), Etats- 
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Unis 185 (37%), Allemagne 155 (32%), Autriche 130 (36%), Danemark ` 
75 (34%). | 
Sil'on procéde à une comparaison des taux de fréquentation par groupes 
d'àge, on constate que la Belgique, la France et les Pays-Bas mènent de | 

loin devant les autres pays ouest-européens et les Etats-Unis. 
Pour 100 enfants belges âgés de 4 ans, 95 fréquentent une école gar- 
dienne. Aux Pays-Basle taux est de 7596, en France de 80% ‚aux Etats-Unis 


de 20%. Le taux de fréquentation, pour les enfants âgés de 5 ans est de | 


97% en Belgique, 91% aux Pays-Bas, 82% en France. Si l'on ajoute cepen- 
dant les enfants entrés prématurément à l'école primaire, on obtient pour 
la Belgique et pour la France presque 100%. Aux Etats-Unis, le taux 
de fréquentation de ce groupe d’äge est de 62%, auquel s'ajoute le pour- 
centage des enfants déjà entrés à l'école primaire, soit 11%. 

Pour les pays qui ne disposent pas de statistiques différenciées, seul le 
taux de fréquentation se rapportant au total des enfants âés de 3 à 6 ans 
peut être donné: il est, en Italie, d'environ 50%, en Suisse de 35% à 45%, 
en Allemagne et en Autriche de 30%, en Suède de 20%. Il faut mentionner 
ici que l'Angleterre scolarise ses enfants à l'école primaire à l’âge de 5 ans, 
ce qui explique peut-étre en partie l'état encore embryonnaire de son 
éducation préscolaire. Le taux des enfants âgés de 3 à 5 ans et fréquentant 
un établissement préscolaire ou scolaire ne s'y élève qu'à environ 17%. 

Dans les pays qui considèrent l'enseignement préscolaire comme partie 
du systéme scolaire dont il constitue, pour ainsi dire, le premier échelon, 
on peut constater, depuis 1950, une évolution rapide des populations pré- 
scolaires, ce qui prouve que ces pays (Belgique, France, Pays-Bas) ont 
intégré l'enseignement préscolaire dans l'ensemble de leurs mesures de 
planification et de politique éducatives. 


Pédagogie 

Sans vouloir insister sur les détails des plans de travail et des méthodes 
destinées à leur application, ce qui dépasserait le cadre de cet article, il 
faut signaler que la majorité des pays ont adopté un systéme d'éducation 
éclectique basé sur les grands courants de l'enseignement froebélien, 
montessorien ou decrolyen, mais faisant souvent preuve, à l'échelle locale, 
d'un esprit d'initiative inspiré par de nouvelles idées. Les méthodes 
froebéliennes ont trouvé leur assise principale dans les pays de langue 
allemande, en Suisse, dans les pays scandinaves, mais elles ont également 
influencé, tout au moins à leurs débuts, d'autres systémes d'éducation 
préscolaire. Depuis une cinquantaine d'années, le systéme éducatif de 
Montessori, basé sur la psychologie de l'enfant, a donné un courant 
nouveau, résolument scientifique, à l'éducation préscolaire. Il est donc 
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difficile de tracer dans ce domaine, des frontières précises entre les dif- 
férentes méthodes exercées. L'application de nouvelles découvertes et les 
modifications qui en sont issues compliquent la description des procédés 
et des méthodes en usage. 

Les jardins d'enfants froebéliens insistent principalement sur la valeur 
du jeu, en tant que forme naturelle de l'activité enfantine, soulignent son 
aspect créateur, sa profonde signification. Ils accordent une large place 
À des activités manuelles enseignées graduellement dans le but d'exercer 
l'attention et l'adresse manuelle. Le reproche que l'on peut faire à un en- 
seignement froebélien conventionnel, appliquant strictement les procédés 
méthodologiques de Froebel, est qu'il est dominé par la logique de l'adulte 
et souvent vide de contenu affectif, car, sous d'apparentes occupations 
variées, l'enfant est soumis à un certain dirigisme l'empéchant de participer 
plus activement à l'éducation dont il est l'objet et entravant ainsi le libre 
déploiement de sa personnalité. 

Les méthodes montessoriennes dérivent de principes axés sur le déve- 
loppement conjoint de la liberté et de la discipline, sur la mise en évidence 
de l'existence de “périodes sensibles," c'est-à-dire de moments décisifs 
dans le développement de l'enfant, et sur la préparation d'une “ambiance 
révélatrice” adaptée aux besoins psychiques de l'enfant. Alors, que dans 
l'école froebélienne, la maîtresse joue un rôle de premier plan, Montessori 
lui demande de s’effacer le plus possible devant l'enfant. La pédagogie de 
Montessori est une pédagogie avant tout individualiste, visant peut-être 
trop exclusivement au développement de la personnalité, en soulignant le 
principe de l'auto-éducation (auto-instruction, auto-contrôle, auto- 
correction) et n’introduisant pas assez l’enfant dans la vie communautaire 
au moyen de recherches et d'activités pratiquées solidairement. La con- 
ception montessorienne qui considère l'enfant dans sa totalité physique, 
intellectuelle et morale a ajouté cependant à l'éducation préscolaire une 
nouvelle dimension qui lui manquait jusqu'alors et lui a donné des 
impulsions dont on ne peut nier le retentissement mondial. 

Pour les écoles decrolyennes, nombreuses en Belgique, les sujets qui 
donnent lieu au développement du langage, de l'expression, etc. sont 
surtout déterminés par le milieu des enfants. La célébre formule de 
Decroly: ‘L'éducation pour la vie, par la vie" trouve sa réalisation dans 
les activités significatives dont le but est de permettre à l'enfant de créer 
quelque chose de beau qui cadre dans sa sphére d'intérét et qui le place 
devant des problémes divers; l'enfant doit, dans une large mesure, au 
contact des êtres et des faits, construire lui-même sa personnalité. 

En général, les institutions préscolaires se refusent d'appliquer des 
méthodes visant à discipliner l'enfant et à étouffer ainsi sa personnalité 


14 BERNARD TROUILLET 


originale qu'il s'agit, au contraire, de révéler à elle-même. Les instructions 


ou directives officielles ne contiennent pas à proprement parler des plans | 


d'études et des programmes spéciaux, elles précisent tout au plus les buts | 


de l'éducation préscolaire en tant que complément de l'éducation familiale 
et fournissent des suggestions pour les différentes activités. Celles-ci 
doivent viser à l'épanouissement intégral et naturel de la vie enfantine et 
sont axées surtout sur la formation des habitudes, l'éducation du langage, 
la découverte du milieu ambiant et de la nature, l'éducation musicale et 
artistique, les exercices manuels. Les jeux libres ou dirigés constituent le 
noyau de l'éducation préscolaire et comprennent toute une gamme 
d'activités ayant pour objectif de libérer l'enfant de toute contrainte, 
d'influencer la rencontre et la communication sociales et de faire appel à 
certaines facultés motrices, affectives ou intellectuelles. 

Une analyse de l'enseignement préscolaire traditionnel et des bases 
psychologiques sur lesquelles se fondent ses méthodes d'éducation nous 
montre que le travail pédagogique effectué au niveau de la seconde enfance 
s'est inspiré, dans ses grandes lignes, de la théorie d'une maturation 
progressive obéissant à des stades de développement bien définis. Dans 
cet esprit, la tâche de l'éducation préscolaire est de suivre fidèlement ces 
phases de développement et de prendre, selon le niveau de connaissances 
assimilables, les mesures appropriées. Les promoteurs d'une éducation 
préscolaire nouvelle soulignent cependant les résultats de récents travaux 
de recherches psychologiques, entrepris principalement aux Etats-Unis, 
qui mettent l'accent sur une évolution plus dynamique de la structure 
mentale de l'enfant et sur le róle décisif des facteurs socio-culturels dans 


le processus éducationnel. Cela signifie qu'il est non seulement possible, | 


mais indispensable d'activer, de vivifier et méme d'accélérer le dévelop- 
pement mental du jeune enfant par l'intermédiaire d'activités et de 


techniques de travail systématiques et axés sur le déclenchement plus 


rapide des opérations intellectuelles. 

Il appartient aux pédagogues comme aux chercheurs de suivre de prés 
et sans passion ce mouvement rénovateur de l'éducation préscolaire. 
Seule la comparaison objective des diverses théories pédagogiques et 
de leurs effets pratiques permettra de tirer, à longue échéance et en tenant 
compte des composantes anthropologiques, psychologiques, sociologiques 
et autres, les conclusions qui s'imposent pour le bien de l'enfant. 


Initiation aux techniques de base | 
L'article 22 des Recommandations de Genéve aux ministres del'In- 


struction publique déclare: “Bien que tout enseignement proprement dit | 


doive être exclu de l'éducation préscolaire, il est possible, dès l’âge de cind 
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ans et dans la mesure où l'enfant fait preuve de maturité et d'intérêt, de 
lui donner une première initiation aux techniques scolaires grace à l’ex- 
pression graphique, à l'organisation de situations concrètes qui ne peuvent 
être résolues que par l'emploi de la mesure et du nombre, et à l'utili- 
sation d'un matériel spécialement concu à cet effet.” 

Les expériences d'enseignement sur les enfants des écoles maternelles 
éveillent cependant, en général, plus d'intérét que d'enthousiasme. La 
plupart des pays se refusent à introduire un apprentissage précoce des 
techniques de base (lecture, écriture, calcul) qui relévent de l'enseignement 
primaire. L'apprentissage des mathématiques modernes ou d'une langue 
étrangère — deux disciplines dont il appartient de suivre l'évolution — en 
est encore à son stade expérimental. 

Même aux Etats-Unis, d’où nous vient l'enseignement de la lecture aux 
tout-petits, propagé par le livre de Doman ?), on constate une forte oppo- 
sition contre l'utilisation d'un enseignement qui risque d'entrainer une 
trop grande intellectualisation et une systématisation excessive de l'ac- 
tivité enfantine, préjudiciables au développement futur de l'enfant. Mais 
il faut souligner que l'état des recherches entreprises jusqu'à présent est 
trop incertain pour permettre de dire si l'apprentissage précoce de la 
lecture offre plus d'inconvénients que l'apprentissage tardif. 

Il faut souligner, en outre, le fait que l'enseignement prématuré de la 
lecture peut contribuer à aggraver les écarts culturels entre les enfants 
issus de différents milieux sociaux. Car ce sont les enfants disposant d'un 
héritage socio-culturel positif et pouvant compter sur l'appui familial 
qui profitent le plus d’un enseignement de la lecture, surtout si celui-ci est 
dispensé d’une façon rigoureusement systématique. Les adversaires d’un 
enseignement précoce de la lecture préconisent plutôt des exercices de 
langage destinés au développement de l'élocution, du vocabulaire et 
du style. 

Deux pays européens, la France et l'Angleterre, ainsi que Genéve en 
Suisse, offrent cependant aux enfants de 5à 6ans des exercices d'initiation 
à la lecture et au calcul. En France, cette initiation a lieu dans la grande 
section de l'école maternelle, en Angleterre, dans la premiére classe de 
Y Infant School qui accueille obligatoirement tous les enfants âgés de 5 ans, 
mais également des enfants plus jeunes. 

L'école maternelle frangaise commence par l'acquisition, sans analyse 
préalable, d'un vocabulaire écrit qui servira de base à l'acquisition de la 
lecture. Quand l'enfant a découvert les analogies dans les mots de son 
choix et créé ainsi d'autres mots, il est prét pour un enseignement 
méthodique de la lecture. L'apprentissage du calcul est analogue. L'enfant 
découvre, sous des formes diverses et concrétes, le monde des grandeurs 
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qu'il compare, groupe, sépare, ordonne. C'est par l'entremise d'actions | 
pratiques, d'expériences variées, agies par l'enfant lui-méme, qu'il se | 


trouve placé dans des situations mathématiques, face à des problèmes 
qu'il est appelé à résoudre. Peu à peu s'ébauche la notion du nombre, peu 
à peu se dégagent les concepts abstraits. Les premiers exercices de calcul 
apportent, sous une forme nouvelle, l'évaluation quantitative qui précise 
de plus en plus les impressions qualitatives. 


Que ce soit dans l'apprentissage de la lecture ou du calcul, l'école ma- | 


ternelle se défend de forcer l'allure. Mais l'école maternelle se trouve dans 
un cercle vicieux. Car, unique pourvoyeuse de l'école primaire (puisqu'elle 
fournit la trés grande majorité des enfants d’âge scolaire), elle est parti- 
culiérement sensible aux reproches que celle-ci peut lui faire. Or, l'école 
primaire méconnaît souvent le rôle de l'école maternelle qui est de guider 
l'enfant selon des étapes bien déterminées et non de dispenser un savoir 
mesurable. En ce qui concerne l'acquisition de certain mécanismes, n'est-il 
pas dit que l'école maternelle met les enfants “en situation d'acquérir les 
connaissances de base en lecture, en écriture et en calcul, s'ils en éprouvent 
le besoin” et de donner à chacun une "activité à sa mesure et une nourri- 
ture mentale correspondant à son appétit”. L'école primaire, forte de son 


bon droit, se place dans une optique principalement scolaire et exige des | 


enfants une adaptation beaucoup plus rapide au rythme, au style et à la 


discipline propres à l'école primaire. Cette adaptation ne se fait pas sans | 


heurts et neutralise souvent les résultats positifs qu'avait atteints l'école 
maternelle. 

Sans vouloir s'attarder sur l'Infant School anglaise, le premier cycle de 
l'école élémentaire, il convient cependant d'en faire mention, car cette 
école s'adresse à des populations qui, par leur âge et leurs possibilités 
physiques, affectives et intellectuelles, relévent, dans les autres pays, de 
l'éducation préscolaire; d'autre part, sa conception pédagogique, l'esprit 
de ses méthodes en font une étape de transition dans l'apprentissage des 
techniques de base. L'Infant School exige, en principe du moins, du per- 
sonnel enseignant, qu'il procéde à une individualisation de l'enseignement. 
C'est l'enfant ou le groupe dont il fait partie qui doit déterminer les acti- 


vités auxquelles il se livre. Ce principe de différenciation se reflète dans M 


la composition des groupes de travail, le choix du matériel éducatif (par 
exemple, celui des livres adaptés à chaque niveau de lecture), le style 
didactique du maître. 

Il est difficile de mesurer l'efficacité véritable des méthodes appliquées 
dans l'Infant School. Comme dans tous les autres domaines de l'éducation, 
cette efficacité dépend du niveau de l'école et de sa population ainsi que 
du dévouement des enseignants. 
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Scolarisation précoce 

Dans de nombreux pays où l’âge de scolarisation est mis en question et 
fait l'objet de nombreuses discussions, l'exemple anglais exerce une cer- 
taine fascination. Il faut cependant dire qu’en Angleterre, on s’est égale- 
ment penché sur ce problème, car les résultats de la scolarisation précoce 
n'ont pas toujours été satisfaisants. Les premières classes de l'Imfamt 
School sont souvent surchargées et ne permettent pas toujours l'approche 
individuelle désirable. De nombreux enfants passent, après les deux ans 
de Y Infant School, à la Junior School sans savoir lire convenablement et 
perdent confiance. Le Plowden Report) à la fois un rapport substantiel 
sur l'enseignement primaire et un projet de réforme de celui-ci, recomman- 
de à ce sujet de n’admettre à l’école les enfants âgés de 5 ans qu'à la 
rentrée de septembre et non plus comme cela est l'usage à présent, trois 
fois par an. Ce système de l'admission trimestrielle présente de sérieux 
inconvénients pour les enfants nés pendant l'été; ceux-ci perdent jusqu'à 
un an d'enseignement par rapport aux enfants nés en automne. Les raisons 
pratiques qui militent en faveur d'une détermination de l’âge d'admission 
d'aprés la date de naissance sont reconnues, mais le rapport demande que 
la loi autorise des variations considérables dans la pratique pour tenir 
compte de la rapidité inégale de développement des enfants. L'argument 
pédagogique en faveur d'une admission des enfants à l'école à l’âge de 5 
ans est accepté comme valable, mais la fréquentation d'un "groupe" 
dans une école maternelle devrait étre autorisée pendant le premier tri- 
mestre ainsi qu'une scolarité à mi-temps jusqu'à l’âge de six ans. Un tel 
changement signifierait donc un rehaussement de l'àge moyen de scola- 
risation et devrait être suivi de mesures destinées à développer l’enseigne- 
ment préscolaire, auquel reviendrait une partie de la tâche éducative 
remplie, à présent, par Y Infant School. Le Plowden Report propose, à 
cet effet, d'augmenter largement — en mettant l'accent sur un enseigne- 
ment à temps partiel plutót qu'à plein temps — les écoles maternelles afin 
de fournir un enseignement de "groupes" à la plupart des enfants de 4 ans 
et à certains enfants de 3 ans. 

En France, la question de l'admission prématurée au cours prépara- 
toire, c'est-à-dire à la première classe de l'école primaire, a également 
donné lieu à des discussions auprès du personnel enseignant. On a pu 
remarquer, au cours d'enquêtes effectuées sur le niveau scolaire des 
enfants au cours préparatoire, que 20% à 25% des élèves redoublent 
cette classe, alors qu’on ne trouvait que 5% de débiles parmi ces redou- 
blants. Parmi les 20% à 25% de redoublants, dont une grande partie est 
constituée par des "prématurés", on considère généralement que les 
causes et troubles scolaires se situent au niveau d'un manque de matu- 


18 BERNARD TROUILLET | 


rité neuro-motrice, associés aux troubles de l'apprentissage de la lecture, | 
Des causes sociologiques et affectives ont été principalement citées, 

En Belgique, les statistiques montrent également que la moitié des enfants 
entrés à l’école primaire avant l’âge requis doivent redoubler la pre- 
mière année primaire. 

On constate donc que le développement de l’enseignement préscolaire 
n'empêche pas le redoublement en première année d'école primaire 
et ultérieurement. L'étude des causes d'insuccés ou de retards scolaires 
serait profitable à tous ceux qui se penchent sur l'éducation préscolaire 
et ses effets sur les aptitudes, les réussites ou les échecs dans l'enseignement 
élémentaire. Cette étude fait apparaitre la nécessité d'une étroite liaison 
entre l'école maternelle et l'école élémentaire, tant pour avancer que pour 
repousser, le cas échéant, le seuil de la scolarité obligatoire. Rappelons 
qu'en France, l'obligation scolaire est pratiquement étendue aux enfants 
âgés de cinq ans neuf mois à la rentrée et que le maintien en maternelle 
est obligatoire pour les plus jeunes. Toutefois ces deux régles pourront 
tolérer des exceptions, non seulement lorsque l'école maternelle ou la 
classe enfantine (classe réservée aux enfants d’âge préscolaire à l'intérieur 
d’une école élémentaire) possède une section fonctionnant comme cours 
préparatoire, mais aussi dans des cas individuels réellement exceptionnels, 
pour lesquels des dispenses motivées peuvent être délivrées. Ce texte 
administratif ne précise cependant ni les limites des tolérances accordées, 
ni les moyens de détection et de pronostic destinés à la sélection, ni les 
qualifications psychopédagogiques du personnel qui procède à cette 
sélection. Il est évident que l'interprétation d'un tel texte peut mener à 
des abus ou des erreurs, celles-ci commises souvent en toute bonne foi. 
Cet exemple n'a d'autre objet que de souligner les difficultés qui se pré | 
sentent au point de jonction entre l'école maternelle et l'école élémentaire. ` 
Si l'on désire reconsidérer l'enseignement préscolaire, en renouveler le 
contenu et les méthodes, élaborer des directives tenant à la fois compte 
des aptitudes de l'enfant et de leurs limites, il faut instituer une collabo- | 
ration plus étroite entre l'école maternelle et l'école primaire et coordonnef ` 
les mesures pédagogiques et didactiques prises dans les deux formes d’en- 
seignement. Juger de la maturité scolaire c'est juger des multiples fac: 
teurs complexes qui la composent. Ce jugement, qui implique de la part de | 
ceux qui le prononcent une prise de conscience de leur responsabilité, ne 
peut atteindre sa pleine valeur que lorsque les moyens de détection et de 
sélection sont aussi objectifs que possible. Il ne peut être concevable qué | 
dans la mesure où les possibilités d'aménagement du rythme de la scolari- | 
té, à partir de groupes homogènes, sont envisagées. Cela signifie qu'il est 
nécessaire de tenir compte des rythmes de développement individuels et 


| 
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de prendre les mesures aussi bien structurelles que pédagogiques, des- 
tinées à faciliter d'une part la promotion des élites, d'autre part l'aide 
aux moins doués. C’est ainsi que c’est l’âge réel du développement et 
non l’âge civil qui devrait servir de base pour l'admission de l'enfant à 
l'école. L'anthropologie, la médecine, la psychologie, la pédagogie, la 
sociologie nous offrent de formelles conclusions à cet égard. 

La solution des Infant Schools anglaises, c'est-à-dire l'étalement d'un 
enseignement de transition à caractère obligatoire sur deux ans, et celle 
du cycle élémentaire désenclavé et des classes d'attente en France mé- 
ritent l'objet d'une étude approfondie, dont les résultats pourraient 
inspirer la conception d'une éducation préscolaire moderne. 


Coordination entre les enseignements préscolaire et primaire 

Une coordination efficace entre l'école maternelle et l'école primaire, 
entre leurs programmes et entre leurs méthodes, permettrait, tel qu'il 
Pa été dit plus haut, l'accélération pour les sur-doués, le ralentissement 
pour les moins doués. En ce qui concerne l'accélération, elle pourrait se 
présenter sous forme d'une admission directe à un niveau supérieur que 
celui dicté par les réglements officiels. Il va sans dire que cette accélération 
doit étre fondée sur un pronostic effectué avec discernement. En ce qui 
concerne le ralentissement des enfants qui, pour une raison ou pour une 
autre, ne peuvent s'adapter, au moment de leur scolarisation obligatoire, 
à une nouvelle forme d'enseignement, il faut envisager des classes 
spéciales dont la pédagogie doit étre active et faire une large place à 
l'expansion individuelle. Car il s'agit 1a de compenser des retards et des 
troubles individuels, qu'ils soient d'ordre physique, affectif ou intellec- 
tuel. Cet esprit caractérise les conditions et les programmes pédagogiques 
des classes d'attente françaises destinées aux enfants qui ne présentent 
pas, au moment d'entrer à l’école primaire, la maturité nécessaire. 

L’expérimentation d’un cycle élémentaire désenclavé en France dont 
le but est, entre autres, de lier étroitement le cours préparatoire, d'une 
part à l’école maternelle, d'autre part aux cours élémentaires (2° et 3° 
année de l’école primaire) est à signaler, car elle représente une sérieuse 
tentative en vue d'assurer la continuité des finalités et des méthodes 
pédagogiques vivantes. Une expérience analogue a été mise en œuvre en 
Allemagne (dans le Land de Hesse). D’autres pays se sont penchés sur ce 
probléme de coordination entre les deux enseignements, dont la solution 
permettrait à l'éducation préscolaire de prendre conscience de sa valeur et 
de ses possibilités. 


20 BERNARD TROUILLET 


Fonction compensatrice de l'éducation préscolaire 

Dans le cadre des expériences en vue de souligner le rôle de l’enseigne- 
ment préscolaire dans le développement social et intellectuel des jeunes, 
il faut citer les nombreux centres d'éducation créés aux Etats-Unis pour 
accueillir les enfants âgés de quatre ans, issus de milieux défavorisés. 
La grande majorité de ces enfants handicapés et de familles trop humbles 
ou mal assorties ont un potentiel éducatif nul. L'éducation préscolaire 
a pour tâche essentielle de compenser les carences éventuelles, de rattra- 
per le retard linguistique ou social de ces enfants, de leur donner une petite 
avance (Head Start) qui leur permettrait de ne pas perdre pied dès le 
premier jour de leur scolarisation. Les méthodes appliquées tiennent 
compte des facteurs négatifs du milieu ambiant qui conditionnent leur 
vie. Toutes les activités qui sont à la base de cette éducation compensatri- 
ce visent principalement à donner à l’enfant le sentiment de sécurité, de 
maîtrise de soi et d'autonomie. L'éducation préscolaire met donc, ici, 
l'accent sur la tâche sociabilisante de l'école maternelle. Tout en assurant 


la sécurité affective des enfants, elle enrichit systématiquement leur baga- | 


ge linguistique, jusqu'alors bien pauvre dans son contenu comme dans ses 
structures. Mais il ne s'agit pas là de simples exercices destinés à pourvoir 
l'enfant d'un certaim vocabulaire et de certains mécanismes verbaux, 


mais beaucoup plus d'un développement de l'activité verbale comme base | 


du développement de l'activité logique. Le principe bien connu, selon 
lequel l'acquisition et le développement du langage sont indispensables 
pour passer du plan de l'action au plan de la pensée, revêt, dans l'éducation 
des enfants aux lourds handicaps socio-culturels, toute son importance. 
Les années précédant l'école livrent une occasion unique de débarrasser 
l'enfant, à cet àge, encore malléable, des entraves qui l'empéchent de 
prendre conscience de sa personnalité et du róle positif qu'il peut jouer 
dans la société. La mise en ceuvre de techniques réfléchies, dans le domaine 
de l'expression verbale, permet à l'enfant de participer à l'élaboration de 
la logique rudimentaire. Muni de cette logique rudimentaire, l'enfant est 
amené à réfléchir sur ses propres actions, à tenir compte de ses expériences 
et àen tirer les conclusions qui lui permettront de rechercher des solutions 
meilleures et ainsi de se dépasser sans cesse. 

Les premiers résultats acquis dans le cadre de l'opération Head Start 
incitent les promoteurs de cette action pédagogique à grande échelle 
(la capacité d'accueil des centres Head Start doit se monter, les pro- 


chaines années, à un million d'enfants) à multiplier leurs efforts. Une 


constatation ne peut être cependant passée sous silence. La durée des 
effets positifs de cette éducation préscolaire dépend étroitement des 


mesures pédagogiques prises, plus tard, dans le cadre de l’enseignement | 
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scolaire. En d'autres termes: une pleine efficacité de l'éducation pré- 
scolaire, c’est-à-dire une efficacité à long terme, ne peut être atteinte que 
s'il n'y a pas, entre l'éducation préscolaire et l'enseignement primaire, 
cassure des principes, des objectifs et des méthodes. Nous retrouvons ici 
le probléme cité plus haut de la coordination entre les deux formes d'en- 
seignement. A ce probléme s'ajoute celui de l'individualisation de l'en- 
seignement, sans laquelle les buts que s'est fixés l'éducation préscolaire ne 
peuvent étre réalisés. L'approche individuelle est malheureusement 
mise en doute lorsque les taux d'élèves par enseignant dépassent les 
limites raisonnables, c’est-à-dire lorsque les effectifs par classe vont au- 
delà de 20, voire 30 élèves (ils atteignent, en France, le record de 46!). 


Conclusion 

Ces problèmes dont on ne peut se lasser de souligner l'importance de- 
vraient être placés au centre des préoccupations de la recherche péda- 
gogique au niveau préscolaire. Malheureusement, l’enseignement pré- 
scolaire reste trop souvent en marge de ces préoccupations. Les recherches 
effectuées dans ce domaine sont, sur le continent européen du moins, 
assez rares. 

La contribution que l'éducation préscolaire peut apporter à la démocra- 
tisation de l’enseignement en général est évidente. La nécessité d'une 
politique de prévisions dans ce secteur de l'enseignement, généralement 
délaissé par les spécialistes de la planification éducative, se fait de plus en 
plus sentir. Il appartient donc aux pouvoirs publics et à la recherche 
pédagogique de saisir l'occasion de réaliser cette démocratisation en 
mettant en ceuvre les moyens qui favoriseraient le développement nu- 
mérique et qualitatif de l'éducation préscolaire. 

Les exigences du monde de demain, d'un monde dominé par la technique, 
les sciences et la spécialisation, nous font prendre conscience de la fonc- 
tion primordiale de l'éducation. Cette éducation ne doit cependant pas 
seulement étre centrée sur l'acquisition d'un bagage intellectuel, mais 
sur le développement multilatéral des capacités humaines. Promouvoir 
l'éducation préscolaire dans le cadre de l'organisation générale de l'en- 
seignement signifie considérer la personnalité humaine dans sa totalité 
et prendre à temps les mesures donnant à l'enfant la possibilité de “se 
construire" et de s'adapter sans heurts au monde qui l'environne et dont il 
est appelé à devenir un membre actif et conscient de ses responsabilités. 
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PRESCHOOL EDUCATION 
SOME INTERNATIONAL ASPECTS AND PROBLEMS 


by BERNARD TROUILLET, Frankfurt 


The considerable rise in preschool education in certain countries brings about the 
need for a close study of the structural and pedagogical conditions to which it is 
subject. The educational value of this sphere of teaching, stressed by the results of 
research in modern psychology, shows its importance when it comes to achieving, as 
efficiently and as early as possible, the basic principles which are behind any school 
reform: the democratisation of education and the furthering of individual talents. 
The development of the skills and the needs of the child before compulsory schooling 
should, however, be considered within the framework of a coordination of the 
educational aims and actions of preschool and primary education. 

These countries which are lagging considerably behind in the field of preschool 
education must become aware of their position on both the quantitative and 
qualitative aspects of this education. It is not simply a question of putting into 
action financial and other resources necessary for a closely linked network of 
institutions, but it is also a question of re-thinking preschool education, renewing 
its content and methods, and stressing its propaedeutic, compensatory and thera- 
peutic functions. This article outlines the general state of preschool education in * 
some European countries and in the United States and gives brief mention to some 
of the problems and tendencies that have been observed. 


VORSCHULERZIEHUNG 
EINIGE INTERNATIONALE ASPEKTE UND PROBLEME 


von BERNARD TROUILLET, Frankfurt 


Der beachtliche Aufschwung, den die Vorschulerziehung in einigen Ländern gê- 
nommen hat, macht eine nähere Betrachtung ihrer organisatorischen und päda- 
gogischen Bedingungen notwendig. Ihre pädagogische Bedeutung, die Ergebnisse ` 
der modernen Psychologie noch unterstreichen, wird in ihrer ganzen Tragweite 
deutlich, wenn es darum geht, zum frühest möglichen Zeitpunkt und mit größter ` 
Wirksamkeit grundlegende Prinzipien jeder umfassenden Schulreform zu verwirk- 
lichen: die Demokratisierung des Erziehungswesens und die Förderung individueller ' 


Begabungen. 
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Die Entwicklung der Fahigkeiten und Anspriiche des Kindes vor der Ein- 
schulung miissen jedoch im Rahmen einer Koordinierung der Ziele und pädagogi- 
schen MaBnahmen von Vor- und Grundschulerziehung gesehen werden. Lander, die 
auf dem Gebiet der Vorschulerziehung unter beträchtlicher Rückständigkeit leiden, 
müssen sich ihrer Lage sowohl im Hinblick auf die quantitativen als auch auf die 
qualitativen Aspekte dieser Erziehung bewußt werden. Es handelt sich nicht nur 
darum, finanzielle Mittel bereitzustellen und Maßnahmen zu ergreifen, um ein 
dichtes Netz von Vorschuleinrichtungen zur errichten, sondern die Vorschul- 
erziehung selbst muß überprüft, ihre Inhalte und Methoden müssen erneuert, ihre 
propädeutische, kompensatorische und therapeutische Funktion betont werden. 
Der Artikel kennzeichnet die allgemeine Situation der Vorschulerziehung in einigen 
europäischen Ländern und den Vereinigten Staaten und vermittelt einen kurzen 
Abriß einiger der dort bestehenden Probleme und Tendenzen. 


VORSCHULERZIEHUNG IN DER DISKUSSION 


Eine Zwischenbilanz der Reformbestrebungen in der 
Bundesrepublik Deutschland (BRD) 


von WALTER SCHULTZE, Frankfurt 


Ableitung der Problematik aus der Situation in der Bundesrepublik 

Die institutionalisierte Vorschulerziehung im Kindergarten und in der 
Vermittlungsgruppe!), bzw. in einer in die Grundschule einzubeziehenden 
Eingangsstufe vom 5. bis zum 7. Lebensjahre, ist in der kurzen Zeit der 
letzten zwei bis drei Jahre zu einem der meist diskutierten Angelpunkte 
der Reform des Bildungswesens in der Bundesrepublik Deutschland ge- 
worden. 
In einem Ausmaß wie nie zuvor beschäftigte sich die Öffentlichkeit in 
Presse, Rundfunk und Fernsehen mit den Aufgaben und den Leistungen 
des Kindergartens, wobei es Mode geworden ist, ausschließlich seine 
Unzulänglichkeiten herauszustellen; dabei schreckt man nicht vor For- 
mulierungen wie “bewuBte Verdummung”, “Ringelreihen oder Lern- 
maschinen im Kindergarten”, “Fritzchen findet alles doof”, oder “Re- 
volution im Kinderzimmer” zurück, um die Leistungen des Kindergartens 
in der Offentlichkeit herabzusetzen; z.T. wird ausdrücklich die Alter- 
native “Kindergarten oder Vorschule”?) gestellt. Das geschieht nicht 
nur in der auf ein breites Publikum eingestellten Presse, wie in Eltern- 
zeitschriften, sondern auch in wissenschaftlichen Veröffentlichungen. So 
schlägt z.B. H. Heckhausen, Bochum, vor, den “Kindergarten” zu einer 
“Vorschule” auszubauen,3) und K. Mollenhauer sieht die Aufgabe des 
Kindergartens zwar wie bisher in einer Ergänzungsfunktion zur Familien- 
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erziehung, kontrastiert jedoch seine Aufgabe gegenüber der Familien- 
erziehung, indem er betont, daß sie weniger am Leitbild von “Geborgen- 
heit" und "Mütterlichkeit' orientiert sein sollte, sondern stärker “durch 
emanzipatorische und leistungsorientierte Lernprozesse” bestimmt sein 
sollte.4) 

Was sind die Hintergriinde fiir diese zum Teil dramatische Zuspitzung 
der Diskussion in der BRD um die Erziehungsaufgaben in den instituti- 
onalisierten Erziehungseinrichtungen vom 3. bis zum 6. Lebensjahr, für 
die es keine Parallele in anderen Ländern zu geben scheint ? 

Der äußere Anlaß zur Diskussion. Hochgespielt wurde das Problem durch 
das von H. R. Lückert, München, in zahllosen Aufsätzen und Vorträgen 
im Anschluß an die Veröffentlichungen G. Domans5) und G. N. Getmans®) 
propagierte Frühlesen. Er stellte dieses zwar in den Zusammenhang einer 
umfassenderen “Basalen Bildungsförderung” ‚bewirkte aber durch seine 
Behauptung, daß vorschulisches Lesenlernen! die beste Möglichkeit sei, 
die geistige Entwicklung des Vorschulkindes zu fördern und das vielfach 
verlorengegangene Mutter-Kind-Verhältnis als die Grundlage für jede 
spätere Bejahung der persönlichen und sachlichen Beziehung zur Welt. 
wieder zu festigen, sowie durch spektakulär aufgemachte, sogenannte 
“Tests” in Boulevard-Zeitungen und durch bewußte Herabsetzung: der ` 
Arbeit des Kindergartens, daß die Eltern das Frühlesen für den entschei- 
denden Ansatz einer modernen Vorschulerziehung halten mußten. Nach- 
dem W. Correll, Gießen, die Öffentlichkeit in ähnlicher Weise immer wie- 
der von seinen Arbeiten an einem maschinell dargebotenen Leseprogramm 
unterrichtete, ohne daß diese Maschine jemals ptoduktionsreif geworden 
ist, und nachdem andere Autoren gleichfalls glaubten, vorschnell Fibeln 
und Material für vorschulisches Lesen herausb; gen zu müssen, ohñe | 
daß die Leistungsfähigkeit dieser Verfahren an einer hinreichende 
Zahl von Versuchspersonen erprobt war, formierten'sich die Gegner dieser 
überspitzten Betonung der kognitiven Entwicklung durch das Frühlesen. + 
Das führte leider zu einer ebenso überbetonten Rechtfertigung der “Frö- 
belianer”, so daß es trotz mehrfacher Versuche auf Tagungen zuständiger 
Gremien nicht zu einer Verständigung kommen konnte über das, was an 
positiven Gehalten in der Fröbelerziehung zu bewahren war, und was añ 
berechtigten Ansätzen der “Neuerer” aufgenommen werden sollte. ` 
Eine erste theoretische Klärung innerhalb dieser Situation versuchte 
A. Flitner in seinem Artikel “Der Streit um die Vorschulerziehung”, 
in dem er vor allem die Ergebnisse der amerikanischen Psychologie in 
bezug auf diesen Fragenkreis zu werten und abzuklären versuchte.") 

Die Notlage der Kindergérten. Der mit Ende der fünfziger Jahre ein- 
setzende Vergleich des westdeutschen Bildungswesens mit den Erzie- 
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hungssystemen anderer Länder hatte auch zu einer Besinnung über die 
mangelnde Entwicklung des Kindergartenwesens in der BRD gefiihrt.8) 
In schneller Folge erschienen Darstellungen über den “Bildungsnot- 
stand” in den Kindergärten, der vor allem dadurch bedingt war, daß 
mehr und mehr Kinder Aufnahme suchten, infolgedessen lange Warte- 
listen bestanden, viele Kindergärten überfüllt waren und die Gruppen 
zu groß geworden waren. Die Erfüllung seiner eigentlichen Bildungsauf- 
gaben war vielleicht nicht mehr möglich, und es drohte die Gefahr, daß 
aus den Erziehungsstätten wieder Bewahranstalten wurden. Diese Tat- 
sachen wurden von den Vertretern des Kindergartens als Begründung für 
die von ihnen nicht bestrittene unzulängliche Erfüllung seiner Aufgaben 
ins Feld geführt. Proteste, Denkschriften, Aufklärungsschriften, Ent- 
schlüsse von Verbänden und Organisationen waren die Folge, ohne daß 
jedoch Entscheidendes geschah. 

Die Arbeiten des Bildungsrates. Im Zuge der Planungsarbeiten des Deut- 
schen Bildungsrats wurde die Vorschulerziehung als Stufe in das Bil- 
dungswesen einbezogen. Ein Unterausschuß ““Vorschulerziehung” sollte 
sich mit den erforderlichen Wandlungen in der Kindergartenerziehung 
sowie mit dem Problem einer Vorverlegung des Schuleintrittsalters be- 


` fassen. Der erste Fragekreis warf vor allem auch organisatorische Pro- 


bleme im Zusammenhang mit einer Ausweitung der Zahl der Kinder- 
gärten auf: befanden sich doch die deutschen vorschulischen Erziehungs- 
einrichtungen zu 75% in der Hand karitativer und privater Verbände 


. (Caritas-Verband, Evangelische Kinderpflege, Arbeiterwohlfahrt) und 


anderer privater Träger. 


‚In bezug auf das Einschulungsalter gingen die Überlegungen in Richtung 


einer langfristigen Umwandlung der Grundschule in dem Sinne, daß eine 
mit dem 5. Lebensjahr beginnende “Eingangsstufe” von zweijähriger 
Dauer zugleich verstärkt die neuen Aufgaben einer Vorschulerziehung 


- und die dringend notwendige Reform des Anfangsunterrichts übernehmen 


sollte. Diese Überlegungen, die inzwischen durch die Aufnahme der 
Forderung nach Vorverlegung des Einschulungsalters in die Bildungs- 
programme der drei größten Parteien fast schon als überholt erscheinen, 
warfen die Frage der verwaltungsmäßigen Zuordnung auf. Da die vor- 
schulischen Erziehungseinrichtungen in der BRD bis auf wenige Aus- 
nahmen bei den Jugend- und Sozialbehörden untergebracht sind, fühlten 
sich die Vertreter dieser Behörden herausgefordert. So heißt es in einer 
Erklärung der obersten Jugendbehörden vom August 1968 kategorisch: 
“Die Erziehung und Bildung der drei- bis sechsjährigen Kinder ist eine 
sozialpädagogische Aufgabe der Jugendhilfe." 

Diese Schwierigkeit hat man in den Vorschlägen des Vorschulaus- 
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schusses, die bisher allerdings nicht zu Empfehlungen der Bildungs- 
kommission erhoben wurden, dadurch zu umgehen versucht, daß für die. 
Arbeit im Bereich der gesamten Vorschulerziehung die zwei Behörden 
gemeinsam zuständig sein sollen, wobei in der Kindergartenerziehung die 
Federführung bei den Jugendbehörden, beiden Eingangsstufen der Grund- 
schule naturgemäß bei den Schulbehörden zu liegen habe. Ob eine solche 
bisher offenbar schwer zu realisierende Zusammenarbeit möglich sein 
wird, muß die Zukunft ergeben. Jedenfalls steht bei den Vertretern der 
Schulbehörden und bei allen Sachverständigen fest, daß eine Vorver- 
legung der Schulpflicht um ein Jahr die notwendige Konsequenz einer 
organisatorischen Zuordnung dieser Altersstufe an die Schule erforderlich 
macht, wenn man einen bruchlosen Übergang auf der Grundlage einer 
stärkeren Individualisierung des Erstunterrichts sichern will. 

Der neue Begabungsbegriff. Grundlegend für die gesamte Arbeit des 
Bildungsrates war das Gutachten Nr. 4, “Begabung und Lernen’’,®) eine 
umfangreiche Studie von fast 600 Seiten, in der durch eine Reihe deutscher 
Psychologen unter den verschiedenen Fragestellungen, die das Thema 
ermöglichte, im wesentlichen neben deutschen Arbeiten die englisch- 
sprachige Literatur aufgearbeitet wurde. Sie geht über die unzureichende 
Basis, auf der H. -R. Lückert seine Thesen aufgebaut hatte, weit hinaus 
und versucht die pädagogisch-psychologischen Grundlagen für eine 
Reform des deutschen Schulwesens zu legen. Ausgangspunkt für alle 
Diskussionen ist der “neue Begabungsbegriff”, der B. S. Bloom's mittler- 
weile berühmt gewordene Veröffentlichung “Stability and Change in 
Human Characteristics’) zur Grundlage hat, und in der Roth'schen 
These gipfelt, daB die Schule keine Begabungen (als Erbanlagen) zu 
fördern habe, sondern die Aufgabe habe, die Kinder zu “‘begaben” d.h. 
frühzeitig vielseitige Möglichkeiten zur Entwicklung von Begabungen an- 
zubieten habe. In den Vordergrund der Diskussion wurden deshalb alle 
Ergebnisse der Bloom’schen Untersuchung gerückt, die den Umweltein- 
fluß herausstellen; in keiner Veröffentlichung wurde bisher jedoch die 
Bloom’sche Vermutung erwähnt, daß das Ausmaß der Variationsbreite 
dieser Umweltabhängigkeit wahrscheinlich nur + 10 IQ-Punkte betrage: 
Dieser inzwischen wohl überall, wenn auch mit graduellen Unterschieden 
akzeptierte Begabungsbegriff gemeinsam mit der Feststellung Blooms, 
daß 50% der kindlichen Intelligenz bis zum 4. Lebensjahr entwickelt sei 
haben naturgemäß die Bedeutung der vorschulischen Kindheit für die 
kognitive Entwicklung besonders deutlich gemacht. Die Tatsache, daß 
gerade in diesen Jahren der kindliche Geist eine große Plastizität besitze 
und infolgedessen auch besonders zielstrebiger Förderung bedürfe, wit 
in allen Diskussionen über vorschulische Erziehung immer wieder nach 
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drücklich herausgestellt. Die Behauptung, daß besonders das Frühlesen 
günstige Möglichkeiten biete, für die kognitive Entwicklung auf dem Ge- 
biet der Wahrnehmung, der Sprachentfaltung und im Zusammenhang 
damit der Ausbildung von Denkstilen und Motivationen, (so besonders 
auch H. Heckhausen), hat vor allem viele Eltern der Mittelschicht, 
besonders auch aus Akademikerkreisen zu der Befürchtung geführt, sie 
könnten in der Erziehung ihrer Kinder etwas versäumen, wenn sie nicht 
für entsprechende Veranstaltungen sorgen. Zum Teil haben sich solche 
Elternkreise zur Gründung von privaten Kindergärten zusammenge- 
schlossen; tüchtige Geschäftsleute gründeten Kindergärten mit dem be- 
tonten Hinweis, daß in ihnen das Frühlesen gepflegt werde.11) 

Bildungsdefizite und kompensatorische Erziehung. Im Zuge aller Bestre- 
bungen zu einer Demokratisierung des Schulwesens tritt das Problem der 
Chancengleichheit immer stärker in den Vordergrund. In zahllosen Unter- 
suchungen in den verschiedensten Ländern ist eindeutig nachgewiesen, daß 
Kinder bestimmter Sozialschichten in unserem gegenwärtigen Schulwesen 
benachteiligt sind. Die Vermutung, daß die Ursachen darin liegen, daß 
diese Kinder in der vorschulischen Phase stärkster Bildsamkeit nicht die 
erforderlichen Anregungen erhalten haben und deshalb bereits verspätet 
schulfähig werden, bzw. in der Schule vom ersten Tage an benachteiligt 
sind, wurde durch zahlreiche Untersuchungen vor allem in den Vereinig- 
ten Staaten und in England zur Gewißheit erhärtet. Basil Bernstein und 
Martin Deutsch sind die bekanntesten Kronzeugen. Nachuntersuchungen 
in der Bundesrepublik Deutschland ergeben, daß eine entsprechende 
Situation für Kinder bestimmter sozialer Schichten auch bei uns besteht, 
wenn auch nicht in so ausgeprägtem Maße. Das in den USA entwickelte 
H ead\Start-Programm fand deshalb ein ungewöhnlich großes Interesse in 
der BRD. Von daher ergaben sich weitere Forderungen nach einer Um- 
orientierung der Zielsetzungen fiir die vorschulische Erziehung, bei der es 
unter diesen Umständen darauf ankommen mußte, bei bestimmten 
Kindern auf Grund unzureichender häuslicher Anregungen bestehende 
Defizite auszugleichen. Gezielte Programme sollen jene “kognitiven 
Grundausrüstungen, Haltungen, Einstellungen, Verhaltensweisen, Verhal- 
tens- und Denkstile sowie die entsprechenden Motive, Interessen und 
Werte”, von denen der Schulerfolg abhängt, fórdern.1?) 

Versuche zur Früheinschulung. Unter dem Eindruck der neuen lern- 
psychologischen Publikationen, die gegenwártigen Reformtendenzen im 
Schulwesen weitgehend entgegenkommen, ja z.T. dafür erst die wissen- 
schaftliche Begründung liefern, und durch die Diskussion innerhalb der 
verschiedenen Ausschüsse des Bildungsrates und der Kultusminister- 
konferenz hat sich bei einzelnen Behürdenvertretern und in progressiven 
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Schulverwaltungen der Wunsch nach einer organisierten Erprobung schu- 
lischer Möglichkeiten für eine frühzeitigere intellektuelle Förderung ein- 
gestellt. Ehe sich noch die Diskussionen in den Ausschüssen des Bildungs- 
rates zu Empfehlungen verdichtet hatten, sind bereits an verschiedenen 
Stellen der Bundesrepublik Versuche mit Früheinschulung (5. Lebens- 
jahr) angelaufen. Dabei hofft man einmal, Bildungsdefizite tatsächlich 
in höherem Maße als bisher auszugleichen, und dadurch die Zahl der 
*'schulunreifen" Kinder herabzusetzen, zum anderen verspricht man den 
Eltern, daß die Kinder in stärkerem Maße als bisher individuell gefördert 
werden und deshalb die Grundschule unter Umständen ein Jahr schneller 
durchlaufen können, als es normalerweise der Fall ist. Solche Versuche 
laufen bereits in mehreren Ländern der BRD. Da Schulversuche jedoch 
nur mit freiwillig gemeldeten Kindern durchgeführt werden können, 
befinden sich in ihnen vorwiegend Kinder aufstiegswilliger Schichten, so 
daß dadurch die Versuchssituation verfälscht wird. Gerade diejenigen 
Kinder, die eine vorschulische, bzw. frühere schulische Förderung am 
stärksten nötig haben, werden offenbar durch ein freiwilliges Angebot 
solcher Bildungseinrichtungen nur unzureichend erfaßt. Das ist einer der 
wesentlichsten Gründe dafür, an einen pflichtmäßigen Besuch zu denken, 
was wiederum nur möglich ist, wenn diese Einrichtungen mit der Schule 
verbunden sind. Die Stadtstaaten Hamburg und Berlin haben bereits 
Perspektivpläne entwickelt, um innerhalb von 10 bis 15 Jahren das 
Schuleintrittsalter um ein Jahr herabzusetzen und bis dahin die dafür 
erforderlichen Einrichtungen zu schaffen sowie die Lehrer bzw. Sozial- 
pädagogen für diese Klassen auszubilden. 

Schulreife und Milieu. Diese Vorverlegung des Schuleintritts muß im 
Zusammenhang einer Grundschulreform gesehen werden. Die durch 
Schulreifetests normierten Anforderungen an die Schulanfänger führten 
in den letzten Jahren zu einer immer größer werdenden Zahl von Zu- 
rückstellungen sogenannter “schulpflichtiger, aber, nicht schulreifer 
Kinder”. Vor allem in den Goßstädten wurde eine zunehmende Zahl von 
Schulkindergärten eingerichtet, in denen diese schulunreifen Kinder 
durch gezielte Maßnahmen auf die Schule vorbereitet wurden. Schul- 
reifetests wurden somit zu einem Werkzeug, das es den Schulen ermög- 
lichte, in ihren Eingangsklassen ein Ausgangsniveau zu erreichen, von 
dem die Anforderungen des ersten Schuljahres einheitlich ausgehen 
konnten, wobei man die eigentliche Aufgabe der Grundschule, die ihr 
zugeführten Kinder gemäß ihrer individuellen Leistungsfähigkeit zu 
fördern, ins Gegenteil verkehrte. Eine objektive Leistungsnorm wirkte 
somit bereits vor Beginn der Schule als Schwelle, über die viele Kinder 
stolperten. Infolge des engen Zusammenhanges von Schulreife und Milieu 
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wurde dadurch zugleich eine bestimmte soziale Schicht in besonderem 
Maße von den Zurückstellungen betroffen und damit von vornherein in 
ihrer späteren Schullaufbahn beeinträchtigt. Schulreifeprüfungen bedeu- 
ten also eine soziale Auslese bereits vor Beginn der Schulzeit. Durch die 
Vorverlegung des Schuljahres auf das vollendete 5. Lebensjahr und durch 
Hereinnahme von Sozialpädagogen (Kindergärtnerinnen) bei einer 
gleichzeitigen Verkleinerung der Gruppen auf höchstens 25 Schüler er- 
hofft man sich nunmehr eine stärkere Individualisierung des Unterrichts 
in den Eingangstufen. 

Da diese Stufe zwei Jahre umfaßt, dürfte die Zahl derjenigen, die bis 
zum Ende dieser Stufe die Mindestanforderungen, die heute an den Über- 
gang vom 1. zum 2. Schuljahr gestellt werden, nicht erreichen, erheblich 
zurückgehen. 

Antiautoritäre Kindergärten. Eine Untersuchung von A. Tausch, in 
der parallel zu vorhergehenden Untersuchungen in Schulklassen die Zahl 
und Art der Äußerungen von Kindergärtnerinnen im Verlaufe ihres 
Umgangs mit den Kindern erfaßt wurde,15) brachte das spektakuläre 
Ergebnis, daß die Arbeit im Kindergarten durchweg durch einen “auto- 
ritáren” Unterrichtsstil charakterisiert ist, der sich im wesentlichen in der 
Zahl und Form sprachlicher Aufforderungen niederschlägt. Die Gültig- 
keit der Untersuchung kann hier nicht analysiert werden, sie erregte je- 
denfalls sowohl bei den Beteiligten, wie auch in Elternkreisen erheb- 
liches Aufsehen. Bestimmte Gruppen von Eltern (insbesondere Akade- 
miker) schlossen sich zur Gründung privater, “nicht autoritárer”” Kinder- 
gärten zusammen. Vor allem aber linksstehende Studentenkreise, An- 
hänger der außer-parlamentarischen Opposition, gründeten in verschie- 
denen Städten “APO-Kinderläden”, die das Prinzip einer völlig “demo- 
kratischen”, nicht auf Anpassung an die gegenwärtige Gesellschaft 
gerichteten freiheitlichen Erziehung zu verwirklichen versuchen. Diese 
“anti-autoritären””, Kindergärten haben sich immerhin soweit durch- 
gesetzt, daB städtische Behôrden grundsätzlich bereit sind, auch für sie 
óffentliche Zuschüsse zu zahlen. Ihre Wirksamkeit darf bei der Umge- 
staltung der Kindergartenarbeit nicht übersehen werden. 

Soweit der Versuch, aus der Situation in der Bundesrepublik Deutsch- 
land die gegenwärtige Problematik der Vorschulentwicklung zu um- 
reißen. Wir fassen zusammen: 


Kindergartenerziehung 

— Schaffung einer hinreichenden Zahl von Kindergartenplätzen um ein 
ausreichendes Angebot für einen freiwilligen Besuch machen zu können. 

— Ausgliederung der Fünf- bis Sechsjährigen aus den Kindergärten durch 
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Herabsetzung des Schuleintrittsalters. Die Durchführung dieser 
Forderung erleichtert zugleich die fuvor geforderten MaBnahmen 
zu (a). 

— Umorientierung der Arbeit des Kindergartens. Es bleibt zwar bei der 
familienergänzenden Funktion (“nebenfamiliäres Erziehungsfeld’’), 
doch stehen sich zwei Standpunkte gegenüber: eine erneuerte Kon- 
zeption des Fröbelschen Kindergartens, der auf die Schule “vorbereiten, 
aber kein Vorgriff auf die Schule sein” soll (E. Hoffmann)13) und die 
Umwandlung der Kindergartenerziehung in eine Vorschulerziehung, 
die vor allem das ‘‘emanzipatorische und leistungsorientierte” Verhalten 
fördern soll. Er ist in jedem Fall offen für die Mitwirkung der Mütter. 

_ Im Zusammenhang der Sprachförderung kann bereits individuell 
eine Einführung in Vorstufen des Lesenlernens einsetzen.14) 

— Verringerung des Autoritätsdrucks durch drastische Verkleinerung 
der Gruppen (auf 15) und Ersatz der Autorität der Leiterin durch 
den Zwang der Sache (Montessori). 

— Neuordnung der sozialpädagogischen Ausbildung, die voraussichtlich 
auf den neu einzurichtenden Fachhochschulen erfolgen wird. 


Eingangsstufe der Grundschulen 

— Herabsetzung des Einschulungsalters auf das vollendete 5. Lebensjahr 
durch langfristige Entwicklungspläne bei gleichzeitiger Einrichtung 
von Versuchsklassen. 

— Regelung der Unterstellung, wobei daran gedacht wird, daB Jugend- 
behörden, Sozialbehórden und Schulbehürden unter Federführung 
der letzteren zusammenarbeiten (wie umgekehrt im Kindergarten die 
drei Behörden unter Federführung der Jugendbehörden zusammenar- 
beiten). 

— Aufhebung der Schulreifeprüfung und Entwicklung von Maßstäben für 
die Zulassung, die im wesentlichen unter ärztlichen Gesichtspunkten 
zu erfolgen hat, und im übrigen nur Fälle schwerer geistiger Behin- 
derung betreffen sollte. 

— Entwicklung von diagnostischen Methoden zur Erfassung des Ent- 
wicklungsstandes in den wesentlichen Bereichen der personalen 
Entwicklung, besonders aber zur Erfassung des Nachholbedarfs im 
Falle von Entwicklungsrückständigkeit. 

— Entwicklung von Arbeitsreihen und Arbeitsformen zur Individualisie- 
rung, insbesondere auch des ersten Leseunterrichts. 

- Kooperation der Sozialpädagogin (Jugendleiterin) und Lehrerin, 
wobei erstere stärker die Kindergarten- und Schulkindergarten- 
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funktion des Erziehers, letztere die unterrichtliche Seite in ihrer 
Arbeit vertreten sollte. 

- Neuordnung der Ausbildung der für diese Zwecke vorgesehenen Jugend- 
leiterinnen und Ausdehnung der Ausbildung des Grundschullehrers 
auf diese Altersstufe. Im Zusammenhang damit Klärung der Status- 
fragen. 


Grundsätzliche Fragen 

Die Diskussion in anderen Ländern. Wenn die im Teil I erwähnten 
Voraussetzungen, auf denen die angestrebte Neuordnung des Erziehungs- 
wesens der Drei- bis Siebenjährigen beruht,15) richtig sind, dann dürfte 
diese Neuordnung kein ausschlieBliches Problem der Bundesrepublik 
Deutschland sein. Uns ist jedoch nicht bekannt, daß in anderen Ländern 
die Diskussion um die Erziehung dieser Altersstufe ein derartiges Ausmaß 
angenommen hat. Wir wissen wohl, daB der Plowden Report sich damit 
befaßt und empfiehlt, in besonderen Siedlungsgebieten schwerpunkt- 
mäßig mehr Nursery Schools einzurichten, um die erforderlichen kompen- 
satorischen Aufgaben für bestimmte Gruppen von Kindern zu überneh- 
men; wir hören von den Versuchsklassen, die unter der Leitung Basil 
Bernsteins versuchen, Wege zum Ausgleich des kulturellen Defizits 
benachteiligter Kinder zu finden, hat man doch gerade in England den 
Einfluß der Milieufaktoren während des Vorschulalters auf die späteren 
Leistungen in der Schule sehr früh erkannt.16) Trotz der vielen auf sozio- 
logische Untersuchungen gestützten Hinweise der Labour Party hat man 
offenbar das Problem weniger in der Vorschulerziehung als beim Über- 
gang auf die Sekundarerziehung und in der Gestaltung der Sekundarer- 
ziehung gesehen. Selbst in den USA, dem Ursprungsland der neuen Er- 
kenntnisse, ist außer den auf das Head Start-Programm gerichteten Be- 
mühungen, den Versuchen mit dem Frühlesen in Denver und einigen 
anderen Orten, der Einfluß der neuen psychologischen Einsichten auf die 
Erziehung auf einzelne Kreise beschränkt geblieben. Das ist um so er- 
staunlicher, als in den USA die Ergebnisse wissenschaftlicher Unter- 
suchungen sehr viel schneller in die Erziehungspraxis umgesetzt werden 
als in anderen Ländern. R. C. Preston, Philadelphia, sagt diesbezüglich :17) 
“Es besteht einiges Interesse am Frühlesen, und es finden auch einige 
Versuche statt. Die meisten bestehen darin, Kinder das Lesen im Kinder- 
garten zu lehren. Die Ergebnisse, besonders auch der Versuch in Denver, 
sind nicht eindeutig, wenngleich die Kinder tatsächlich lesen Jernen. Da- 
bei spielt die Intelligenz eine entscheidende Rolle, aber keiner weiB, ob 
Lesen gerade der fruchtbarste Bereich ist, in welchem kindliche Fertig- 
keiten und die kindliche Wißbegier bestens stimuliert werden, oder ob es 
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vom psychologischen Standpunkt aus gesehen, gut, unerheblich oder 
gefährlich ist. Es ist nachgewiesen, daB viele Kinder gutgestellter ameri- 
kanischer Eltern Angstneurosen haben, und daß einer der Wege, auf dem 
diese bewirkt werden, der ist, sie früh zum Lesen zu bringen.”....“Do- 
man wird nicht gerade sehr hoch geschätzt durch Psychologen, Erzieher 
oder Fachärzte, vor allem auch wegen seiner Verbindung mit Delacarto, 
dessen neurologische Arbeiten als dem Lesen nicht adaequat betrachtet 
werden. Domans Buch How to Teach Your Baby to Read wird bei den 
meisten amerikanischen Psychologen und Pädagogen nicht ernst genom- 
men”. Die Association for Childhood Education International warnt 
ausdrücklich vor Verfrühungen. Fred M. Hechinger berichtete in der 
Erziehungsbeilage der New York Times vom 1.7.1966 vom der Empfehlung 
einer Kommission der NEA1%), das Schuleintrittsalter vorzuverlegen, 
betont jedoch ausdrücklich, daB damit nicht der Erwerb der üblichen 
schulischen Fertigkeiten vorverlegt werden soll. “Es geht der Kommission 
vielmehr darum, daB eine vorschulische Erziehung allen Kindern unserer 
Gesellschaft zugute kommt und nicht auf diejenigen beschränkt ist, 
deren Eltern sich eine Kindergartenerziehung leisten kónnen.”20) “Aber 
anstatt Kinder Lesen zu lehren, sollten die Lehrer versuchen, Wissens- 
drang zu fördern, die Entwicklung der gesprochenen Sprache und die 
Bereitschaft für später kommende intellektuelle Fertigkeiten zu wecken.” 
In den USA haben seit mehr als 10 Jahren laufende Versuche, Kindern 
aus Slums durch Bereicherungsprogramme und besondere psychologische 
und soziale Fürsorge zu besseren Bildungschancen zu verhelfen, bereits 
vor der Veröffentlichung der Arbeiten Blooms ergeben, daß solche Hilfe 
um so wirksamer ist, je früher sie einsetzt.21) So ist auch in den USA wie 
in England das Bemühen um die Intensivierung der Erziehung im Vor- 
schulalter im wesentlichen auf den Ausgleich sozialer Defizite beschränkt, 
von Forderungen nach einer Reform der gesamten Vorschulerziehung im 
Sinne einer verstärkten intellektuellen Förderung aller Kinder, vor allem 
auch der Kinder mit Entwicklungsvorsprüngen ist zunächst nicht die 
Rede. In Schweden bestehen Bestrebungen, die vorschulische Erziehung 
in das Schulsystem einzugliedern. Malgreen berichtet aus Stockholm, 
daß 7% der mit sieben Jahren eingeschulten Kinder bereits lesen können, 
was jedoch nicht auf eine systematische Arbeit der Kindergärten zu- 
rückzuführen ist. In Frankreich und England ist durch die Ecole maler- 
nelle bzw. die Infant School eine schulische Versorgung der Fünf- bis 
Sechsjährigen gewahrleistet. Doch wird keine uns bekannte Untersuchung 
belegt, daB sich dadurch die Chancengleichheit erhéht hat. Im Gegenteil: 
die vorzeitige intellektuelle Schulung und die Möglichkeiten, den Premier 
cycle durch vorzeitige Einschulung in den Cours préparatoire schneller 
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zu durchlaufen, hat zu mancherlei Schwierigkeiten bei den betroffenen 
Kindern geführt.22) In der Sowjetunion will man die vierjáhrige Grund- 
schule auf drei Jahre kürzen, indem man einerseits eine Stoffbereinigung 
durchführt, andererseits eine hóhere Arbeitsleistung von den Kindern 
erwartet. Man denkt jedoch nicht daran, das bisherige Schuleintritts- 
alter von 7 auf 6 Jahre zurückzuverlegen. Bis zu einem gewissen Grad 
wird das Lesen innerhalb des freiwilligen letzten Kindergartenjahres 
betrieben.23) In der Schweiz fanden Lückerts Bestrebungen, seine Ge- 
danken auch unter den dortigen Erziehern zu verbreiten, keine groBe 
Gegenliebe.?4) 

Wenn also auch im internationalen Bereich die Notwendigkeit früh- 
zeitiger Förderungsmaßnahmen für Kinder aus sozio-kulturell benach- 
teiligten Familien überall erkannt ist, und Bestrebungen zur Fórderung 
des Frühlesens gelegentlich festzustellen sind, so kann offenbar von grund- 
sätzlichen Forderungen nach einer allgemeinen Reform der Vorschul- 
erziehung im Sinne einer besseren Nutzung der besonders lernfáhigen 
Phase vor dem Beginn der Schulpflicht nicht gesprochen werden.?5) 26) 
“Fortschrittliche Psychologie” als Grundlage fortschritilicher Pädagogik. 

A. Flitner spricht in seiner bereits erwähnten Veröffentlichung von einer 
“konservativen” und einer “fortschrittlichen”” Psychologie. Die Verwen- 
dung dieser Attribute im Zusammenhang mit Wissenschaft ist doch wohl 
nur in dem Sinne statthaft, daß hier Haltungen von Wissenschaftlern 
beschrieben werden sollen. Der konservative Psychologe wird also der- 
jenige sein, der nicht überzeugt ist, daß die Ergebnisse jüngster Unter- 
suchungen soweit abgesichert sind, daß sie bestehende Theorien aus den 
Angeln heben, sowie andererseits der moderne Psychologe geneigt ist, die 
neueren Ergebnisse so hoch zu werten, daß sie völlig neue theoretische 
Ansätze darstellen, die vor allem in ihrer Anwendung auf die Erziehung 
die Konsequenz haben, daß überlieferte Methoden einer gründlichen 
Erneuerung bedürfen. Wie dabei von der Pädagogik diese Ergebnisse für 
die Praxis und die Grundlegung einer Schulorganisation gewertet werden, 
hängt in starkem Maße von den pädagogischen Grundhaltungen, wenn 
man will, von der Weltanschauung oder Ideologie ab, in die sich solche 
neue Einsichten entweder einlagern lassen oder nicht. Heute ist zweifellos 
jeder fortschrittliche Pädagoge geneigt, Untersuchungsergebnisse, die 
eine zukunftgerichtete Pädagogik zu stützen geeignet sind, zur “wissen- 
schaftlichen” Grundlage seiner pädagogischen Ideen zu machen. Dar- 
über hinaus ist jede auf die Zukunft gerichtete Gesellschaft — und das 
sind heute mehr oder weniger alle durch die industrielle Entwicklung 
bestimmte Gesellschaften — geneigt, solche “moderne” Forschung in sehr 
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viel stärkerem Maße zu unterstützen als andere, weniger auf den Fort- 
schritt gerichtete Untersuchungen.??) 

Dieser pädagogische Optimismus darf uns jedoch nicht die Augen ver- 
schließen und eine kritische Überprüfung unterdrücken. Wir wiesen be- 
reits darauf hin, daß bei der starken Betonung der Umwelteinflüsse auf 
die Entwicklung von “Begabungen” die andere Tatsache, daß immerhin 
so etwas wie eine Vererbung auch geistiger Potenzen bestehen muß, gern 
außer Acht gelassen wird. Wenn es so ist, wie B. Bloom meint, daß die 
Varianz, die auf Umwelteinflüsse zurückzuführen ist, + 10 IQ-Punkte 
beträgt und wie ebenfalls C. Burt annahm, daß 75%, aller Intelligenz 
auf Vererbung zurückzuführen sei28)-, so sollte man sich doch bei auf 
den Erkenntnissen einer “modernen” Psychologie aufgebauten schuli- 
schen Entscheidungen auch der Grenzen und Tragweite dieser Ergebnisse 
bewußt sein?9). 

Noch ein zweiter Gedanke muß im Zusammenhang der Bedeutung der 
Arbeiten "moderner Psychologen” ausgeführt werden: Der so viel ge- 
scholtene time lag zwischen wissenschaftlichen Erkenntnissen und ihre 
Umsetzung in die pädagogische Praxis sichert dem pädagogischen Han- 
deln eine gewisse Kontinuität, die durchaus wertvoll und notwendig ist. 
Wenn durch eine Überbewertung bestimmter psychologischer Theorien 
oder einzelner Ergebnisse psychologischer Forschung eine vorschnelle 
Umsetzung in das erzieherische Tun erfolgt, wie es z.B. in den USA infolge 
einer die Durchführung von Innovationen hemmenden Tradition der Fall 
ist, kommt es in der Erziehung zu Moden, wie sie z.B. in der Säuglings- 
und Kleinkinderziehung in den USA ganz deutlich zu beobachten sind. 
Solche schnell wechselnden Moden sind relativ harmlos, wenn sie lediglich 
kurzfristig das pädagogische Handeln bestimmen. Sie können sich aber ge- 
fährlich auswirken, wenn sie den Aufbau und die Organisation von 
Institutionen beeinflussen. Als Beispiel sei hingewiesen auf die pro- 
grammierte Unterweisung. Schließlich mußten nach zehnjährigem Drän- 
gen auf Berücksichtigung ihrer Untersuchungsergebnisse über das Lernen 
mit Programmen die Bannerträger progressiver Innovationen fest- 
stellen, daß die ursprüngliche Konzeption des Programmierens nicht nur 
“tot und begraben” sei, sondern daß auf ihrem Grabstein “bereits Moos” 
wachse30). Was wäre geschehen, wenn voreilige Schulbehörden weite 
Strecken des Unterrichts auf diese angeblich “völlig gesicherten” und 
alles bisherige pädagogische Bemühen als “hoffnungslos altmodisch” 
charakterisierende Arbeit mit Programmen vorschnell in die Schulen 
eingeführt hätten? Die auf Grund wissenschaftlicher Erkenntnisse ge- 
troffenen schulorganisatorischen Entscheidungen sind schwer revidierbar. 
Es ist ein Problem, wie bei der notwendigen schnelleren Anpassung un- 
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seres Bildungswesens an gesellschaftliche Wandlungen wissenschaftliche 
Erkenntnisse, deren Umsetzung in der Praxis sinnvollerweise nur über 
langfristige Versuchsarbeit in der Schule erfolgen kann, tatsächlich 
fundierte Reformen ermöglichen. Es handelt sich hier um das Verhältnis 
von Schulpolitik und Forschung, das in diesem Zusammenhang jedoch 
nicht erörtert werden kann. 

Differenzierung und Individualisierung in der Vorschulerziehung. 
Im Zusammenhang der vorliegenden Fragestellungen zur Vorschul- 
erziehung bedeuten unsere Überlegungen im einzelnen: Die Diskussion 
um die vorschulische Erziehung in der Bundesrepublik Deutschland wird 
u.a. durch die Forderung nach einer stärkeren Individualisierung be- 
stimmt. Dabei soll diese Individualisierung in zwei Richtungen erfolgen. 
Einmal bedingt die Tatsache, daß Kinder ein unterschiedliches Leistungs- 
niveau besitzen, wenn sie in den Kindergarten eintreten, daß sie unter- 
schiedliche Anforderungen an diese Institution stellen. Zweitens ist 
dieser unterschiedliche Entwicklungsstand angeblich nicht nur als 
schnellere oder langsamere Entwicklung, also als Frühreife und Ent- 
wicklungsrückstand vorhanden, sondern vor allem auch in verschiedenen 
Bereichen zu beobachten. Daraus wird die Forderung abgeleitet, daß 
Kinder auf einzelnen Gebieten, in denen sie sich als besonders leistungs- 
fähig erweisen, bereits früher als heute üblich durch eine weitgehendere 
Differenzierung der Arbeit spätestens in der Grundschule besonders 
gefördert werden. Ganz abgesehen davon, daß die Grundschule in allen 
Ländern dadurch charakterisiert ist, daß sie im wesentlichen undifferen- 
ziert geführt wird (das in England auch in der Primarschule übliche 
“streaming” wird heftig kritisiert), müßten sich doch auf Grund der neu- 
eren Theorien von “Begaben” eigentlich andere Konsequenzen ergeben.?!) 

Wir nehmen die Tatsache, daß einzelne Kinder vor allem sprachlich 

und damit gleichzeitig in ihrem “Problemverhalten'” und ihren kogni- 
tiven “Denkstilen” sehr viel weiter gefördert sind als andere, als gegeben 
hin; das Recht des Kindes auf eine Erziehung gemäß seiner individuellen 
Leistungsfähigkeit verpflichtet uns, bereits im Vorschulalter, spätestens 
aber in der künftigen Eingangsstufe der Grundschule diese Kinder genau 
so durch besondere Maßnahmen zu fördern, wie die entwicklungsrück- 
ständigen Kinder, damit ihre wie auch immer “geweckte” Begabung 
und die entfalteten Leistungsmotivationen nicht verkümmern. 
Da wir annehmen müssen, daß auf Grund der heute gültigen Begabungs- 
theorie diese Züge der Persönlichkeit durch die Familiensituation ein- 
seitig gefördert worden sind, wäre doch wohl zunächst festzustellen, ob 
nicht diese Kinder in anderen Bereichen Erziehungsdefizite haben, die 
ebenfalls dringend einer Kompensation bedürfen. 
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Das Streben nach “Tiichtigkeitsgruppierungen” (Heckhausen) müßte 
doch wohl auf Grund dieser Theorie zuriicktreten zugunsten eines all- 
gemeinen breiten Angebots. Wenn frühzeitig positive oder negative 
“Tiichtigkeiten” auf einzelnen Leistungsgebieten auftreten, so sollte 
das doch ein Beweis dafür sein, daB auf diesen Bereichen entweder zuviel 
oder zu wenig “begabt” worden ist. Von daher ist die Frage aufzuwerfen, 
ob nicht gerade die vorschulische Erziehung in erster Linie die Aufgabe 
hat, durch ein sehr breit angelegtes Angebot vordringlich kompensatorisch 
zu arbeiten und nicht bereits durch häusliche Einflüsse einseitig ent- 
wickelte Begabungen weiterhin einseitig zu fördern. Nur durch ein viel- 
seitiges Angebot — auch gegenüber bereits vorzeitig entwickelten Inte- 
ressen — hat jedes Kind die Chance, vielseitig herausgefordert zu werden, 
sodaß seine angelegten Möglichkeiten nicht verlorengehen. Schließlich 
kennen wir aus der Geschichte der Pädagogik frühzeitige treibhausartige 
Förderungen intellektueller Fähigkeiten, ohne daß es dabei gelungen 
wäre, Genies zu züchten. (Basedow, Philanthropisten). Wenn “nicht nur 
Intelligenz, sondern auch die anderen wichtigen Persönlichkeitseigen- 
schaften, Verantwortungsgefühl, Gemüt, Gewissen, Ordnungsliebe, Kon- 
zentration z.B. und spezielle Begabungen wie Musikalitát” in den ersten 
6 bis 8 Jahren “in ihren Grundlagen und Grundformen entwickelt” 
werden®2), müßten doch Begabungen hochgradig manipulierbar sein. 
Die große Zahl von hochbegabten Musikern, Malern Architekten zu be- 
stimmten Zeiten der abendländischen Geschichte scheint fast dafür zu 
sprechen. 

Es bleibt die Frage offen — und wird zumeist im Zusammenhang der 
Diskussion nicht deutlich genug herausgestellt — ob nicht unterschiedliche 
Leistungen auf dieser Altersstufe, auf der Leistungsstärken in besonderen 
Gebieten und Interessen fast ausschließlich auf die Umgebung zurück- 
zuführen wären, sich vordringlich auf ein verschieden schnelles Tempo 
der Bewältigung und Auseinandersetzung mit den Herausforderungen der 
Umgebung erstrecken. Ist vielleicht dieses individuell verschiedene Tempo 
in der Auseinandersetzung mit der Welt das, was sich vordringlich als 
vererbter Begabungsunterschied fassen läßt? Nach allen vorliegenden 
Untersuchungen besteht eine hohe Korrelation zwischen der Schulreife 
und der allgemeinen Intelligenzentwicklung33). Soll nun dieser unterschied- 
liche Entwicklungsstand zum Kriterium für frühzeitige Individualisierung 
gemacht werden? Das würde doch heißen, daß das System des “strea- 
ming” bereits in die Vorschulzeit verlegt würde. Die Konsequenz wäre, 
daß vorhandene Leistungsunterschiede noch vergrößert würden und die 
Schule durch diese Differenzierung sozial noch stärker diskriminiert als 
bisher. In diesem Zusammenhang sei darauf hingewiesen, daß in der 
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Tschechoslowakei die Auslese für Fremdsprachenklassen, d.h. Begab- 
tenklassen, die 2 bis 3% der Schüler der entsprechenden Altersstufe auf- 
nehmen, am Ende des 1. Schuljahres erfolgt. Hierbei setzt man voraus, 
daB eine frühe und hohe Leistungsfahigkeit in der Muttersprache ein Kenn- 
zeichen für gute Allgemeinbegabung ist und stößt sich sehr wenig daran, 
daß diese Begabung vielleicht im wesentlichen durch den häuslichen 
Einfluß einer bestimmten “Intelligencia” bewirkt sein könnte. 

Was bedeuten schließlich die Aussagen über die frühzeitige Ent- 
wicklung der Intelligenz des Menschen für die vorschulische Erziehung? 
Ist das, was man Intelligenz nennt und was angeblich mit 4 Jahren zu 
50%, entwickelt sein soll, eigentlich auf allen Entwicklungsstufen das- 
selbe? Werden nicht viel mehr auf verschiedenen Altersstufen verschie- 
dene für die jeweilige Entwicklung charakteristische Formen der Um- 
weltbewältigung als intelligentes Verhalten gemessen? Ist es dasselbe, 
wenn man einmal psychomotorische und sensomotorische Fähigkeiten 
mißt und später etwa den Grad des Symbolverständnisses und der sprach- 
lich-kognitiven Denkformen zu Kriterien intelligenten Verhaltens macht? 
Handelt es sich nicht viel mehr um jeweils entwicklungsvordergründige 
Äußerungen des Verhaltens zur Welt, die wir als Kriterium der Intelligenz 
wählen? Eine formale Intelligenz läßt sich von den Problemen, die die 
Bewältigung des Lebensraumes dem Kind auf verschiedenen Altersstufen 
stellt, sicherlich nicht loslösen. Was nützt schließlich die frühzeitige 
Förderung eines intelligenten Verhaltens, z.B. im Umgang mit schrift- 
sprachlichen Symbolen, wenn sie in der Bewältigung der dem Kind 
dieser Altersstufen gestellten Aufgaben keine ständige Herausforderung 
bedeutet? Mit anderen Worten, wasnützt die Ausbildung von Auffassungs- 
modi durch frühkindliches Lesen, wenn für die geistige Verarbeitung der 
lesend erworbenen Worthülsen keine Verarbeitungsmodi vorliegen, da 
diese nur in der unmittelbaren Auseinandersetzung mit den Dingen 
selbst gewonnen werden können? Könnte nicht vielmehr der Erwerb 
solcher Erkenntnismodi durch die vorschnelle Einstellung auf eine lesende 
Bewältigung einer in Zeichen dargestellten Welt gerade die Entwicklung 
kognitiver Denkstile im Umgang mit den Dingen selbst behindern? 
Darüber liegen keine systematischen Untersuchungen vor. 3 

Technisch-rationales Zweckdenken und emotionale Grundhaltung. Ein 
weiteres wichtiges Problem scheint mir darin zu liegen, daß das heutige 
Kind frühzeitig mit dem technisch-rationalen Zweckdenken unserer 
Welt vertraut wird, daß es jedoch andererseits irrationale Formen eines 
In-der-Welt-Stehens gibt, die sich neben dem zweckrationalen Welt- 
verständnis erhalten und in einem gut geführten musischen Unterricht 
der Schule bewußt gepflegt werden sollen.3*) Viele Beobachtungen lassen 
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vermuten, daB hier infolge der frühzeitigen Rationalisierung zwiespältige 
Entwicklungen erfolgen, die in Extremfällen fast zu schizophrenen Er- 
scheinungen führen können. Die Beobachtungen fünf -bis sechsjähriger 
Kinder vor dem Fernsehschirm z.B. lassen erkennen, daß neben der aus 
ihrem Umgang mit technischen Gegenständen selbstverständlichen ra- 
tionalen Verbalisierung ihrer Umwelterfahrung eine Welt musischen 
(affektiv bestimmten) Grundverhaltens besteht, zu der wir Erwachsenen 
kaum noch Zugang haben, die aber auch von einzelnen Erwachsenen 
durchaus noch gelebt wird. Diese stehen dann ebenso unverstanden in 
unserer Welt, wie vielfach das Kind. (Der Protest der Hippies z.B. dürfte 
sich aus diesem unbewältigten Zwiespalt zweier Welten weitgehend er- 
klären.) Diese Erlebnisform entzieht sich jedoch allen messenden Metho- 
den, sie ist aber da und scheint um so weniger bewältigt zu werden, je 
früher Kinder einseitig zu zweckrationalen Verhaltensweisen erzogen 
werden. Wenn in den USA 12- bis 13jährigen Mädchen und Jungen einer- 
seits ein äußerst angepaßtes Verhalten im Alltag entwickeln und dazu 
erzogen werden, die fast schon konventionell gewordenen Spielformen des 
Dating z.B. in einem Alter auszuüben, in dem sich das Grundverhalten der 
Geschlechter in Europa in sehr viel anderen Formen kundtut, so fällt 
auf, wie diese Zwülfjáhrigen gleichzeitig Pullover tragen, auf denen 
Bären, Kasper und andere kindliche Applikationen angebracht sind, 
daß sie vor allem Stofftiere noch mit ins Bett nehmen, was bei uns üb- 
licherwiese nicht mehr als altersgemäß gilt. Diese Kinder leben in zwei 
Welten, deren unterschiedliche Wahrheiten sich im praktischen Leben 
überlagernd durchdringen. Wahrscheinlich sind eine Reihe von Ent- 
wicklungsstörungen, die wir heute bei vielen Kindern erleben, auf diesen 
zu frühen Zwang zu zweckhaftem rationalen Verhalten zurückzuführen. 
Vielleicht ist doch etwas daran, wenn Sozialpädagogen davon sprechen, 
daß das Kind einen Schonraum braucht, in dem es die ihm eigentümlichen 
frühkindlichen Zugangsformen zur Welt ungestört pflegen kann. Das hat 
gewiß nichts mit einem bewußten “Verdummen” zu tun, sondern im 
Gegenteil, mit einem Gewinn an Welterfahrung durch den Zugang zu 
Wahrheiten, die sich den Kindern rational nicht erschließen und die ihnen 
heute vielfach mangeln, wie sich in ihrem Verhältnis zu Pflanzen und Tie- 
ren deutlich zu erkennen gibt. 

Offene Fragen. Während man über eine verstärkte Pflege bestimmter 
kognitiver Verhaltensweisen für alle Kinder geteilter Meinung sein kann, 
dürfte es zweifellos keine Meinungsverschiedenheiten darüber geben, daß 
wirksame Maßnahmen zur Erzielung möglichst gleicher Startchancen 
erforderlich sind, wenn wir mit einer Demokratisierung unseres Schul- 
wesens Ernst machen wollen. Leider stehen wir auch da erst völlig in den 
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Anfängen. Wir wissen nicht einmal, ob die von Deutsch und Bernstein 
festgestellten Unterschiede der Sprachform in so ausgesprochener oder 
doch in abgeschwächter Form in anderen Ländern ebenfalls bestehen. 
Erste Nachuntersuchungen in der BRD deuten darauf hin, daß Unter- 
schiede zwischen bestimmten Sozialgruppen vorhanden sind, wenn auch 
nicht so ausgeprägt, wie von B. Bernstein für England herausgestellt. 
Wesentlich zu wissen wäre, ob Nachuntersuchungen aus anderen Ländern 
vorliegen, welche Ergebnisse sie gebracht haben, und ob man auf Grund 
der Ergebnisse glaubt, daß es notwendig ist, Materialien in Form syste- 
matischer Lehrgänge zur Behebung dieser Bildungsdefizite zu entwickeln. 

In der Bundesrepublik ist im Anschluß an die Arbeiten von E. Baar, 
Wien, von dem Berliner Schulpsychologen K. Schüttler-Janikulla 
Material entwickelt worden, das ursprünglich spezifisch für die Hin- 
führung auf die Schulreife gedacht war.35) In bestimmten zeichnerisch 
angebotenen Situationen, die durch unmittelbare Wahrnehmungen in der 
Umgebung unterbaut werden können, sollen Sachstrukturen, der damit 
zusammenhängende Wortschatz und die zugrundeliegenden Sprach- 
formen entwickelt werden. 

In den Versuchsklassen zur Früheinschulung wird zur Zeit erprobt, ob 
die Materialien, die für die Einführung der neueren Mathematik in der 
Unterstufe der Grundschule gebraucht werden, auch vorschulisch ver- 
wendbar sind — offenbar mit gutem Erfolg. Wie weit dieim mathematischen 
Bereich entwickelten Beziehungen zugleich eine Bereicherung der ge- 
samten Denkform bewirkten, muß untersucht werden. Über den Trans- 
fer sind unseres Wissens bisher keine besonderen Untersuchungen ge- 
macht worden, genau so wenig wie über die langfristige Wirksamkeit 
solcher vorschulisch angesetzter Übungsreihen, die naturgemäß weit- 
gehend davon abhängig ist, wie weit sie im späteren Grundschulunterricht 
aufgegriffen und fortgeführt werden. Gerade um diese Kontinuität des 
Vorschulunterrichts und der darauf aufbauenden Grundschularbeit 
scheint esin den meisten Ländern schlecht bestellt zu sein. 

Das ungeklärte Problem des Frühlesens. Hinsichtlich des frühen Lese- 
beginns liegen internationale Erfahrungen außer den Veröffentlichungen 
in den USA offenbar nicht vor. Die Versuche in Denver sind offensichtlich 
nicht so überzeugend gewesen, daß sie eine Grundlage für eine allgemeine 
“Innovation” darstellen. Trouillet schätzt die Zahl der Kinder, die beim 
Übertritt von den Ecoles maternelles in den Cours préparatoire lesen kön- 
nen auf etwa 10%. Daß ein Lesebeginn bereits im Vorschulalter, zum min- 
desten mit 5 Jahren, möglich ist, zeigen die hessischen Versuche zur 
Früheinschulung. Es steht noch nicht fest, wie viele Kinder das Lesen im 
eigentlichen Sinne lernen werden, doch konnten viele bereits nach vier- 
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teljahrigem Unterricht mehr oder weniger zahlreiche Wörter wieder er- 
kennen. Wesentlich ist jedoch die Frage, ob die Zeit, die dafiir verwendet 
wird, eine allgemeine Vorverlagerung lohnt, oder ob nicht vielmehr ein 
späterer Lesebeginn für die meisten Kinder eine rationellere und wirk- 
samere Methode darstellt. Wir wissen nicht, ob das Leseinteresse bei allen 
Kindern anhält; ob es größer ist, wenn wir früher mit dem Lesen beginnen, 
oder ob ein konzentrierterer später durchgeführter Lehrgang nicht bessere 
Erfolge hat. Solche Untersuchungen sind dringend erforderlich, liegen 
aber nicht vor. Schließlich ist auch hier der Transfer zu überprüfen. Es 
ist bisher jedenfalls nicht im einzelnen nachgewiesen, daß die im Lesen 
geübte Differenzierung der Wahrnehmung und die damit angestrebte 
Feldunabhängigkeit der Symbole sich allgemein auf das kognitive Ver- 
halten überträgt. 

Fragen über Fragen, auf die bisher nur unzureichende Antworten ge- 
geben werden können und hinter denen die allgemeine sich immer wieder 
aufdrängende Frage steht, ob die bisher an wenigen Stellen im Zusammen- 
hang einer Innovations- und Fortschrittsideologie gefundenen For- 
schungsergebnisse ausreichen, bzw. eine so eindeutige Interpretation 
zulassen, um darauf eine Reform der Vorschul- und Schulerziehung auf- 
zubauen. 


Die gewandelte Stellung des Kindes in unserer Gesellschaft 

Wenn nicht alle Zeichen trügen, gehen wir einem neuen Zeitalter der 
Aufklärung entgegen. Wissenschaftlich rationales Zweckdenken wird 
sich nicht nur in der Technik und Wirtschaft auswirken, sondern alle 
Seiten unseres gesellschaftlichen Lebens durchdringen und selbst weit- 
gehend die private Sphäre des Einzelnen beherrschen. Daraus ergibt sich 
eine Wandlung dessen, was wir als Bildungsideal bezeichneten. “Wenn die 
charakteristischen Gestalten der letzten hundert Jahre, der Unternehmer, 
der Geschäftsmann und der Industrielle gewesen sind, so werden die 
“neuen Männer” die Naturwissenschaftler, die Mathematiker, die Öko- 
nomen und die Soziologen sein, die die “intellektuelle Technologie’ 
verwirklichen, die durch den Gebrauch des Computers ins Leben gerufen 
worden ist.''36) 

Jede Aufklärung als geistige Bewegung neigt zu einem gesunden Op- 
timismus in bezug auf die Zukunft. Das Besondere unserer gegenwärtigen 
Situation besteht darin, daß wir beginnen, uns dieser Entwicklung bewußt 
zu werden, und daß sich damit die für sie spezifischen Erscheinungen in 
übersteigertem Maße ändern. Eine solche fortschrittsgläubige, zukunft- 
gerichtete Grundhaltung des Menschen führt grundsätzlich auch zu einer 
anderen Stellung des Kindes in der Gesellschaft. In diesem weiteren Zu- 
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sammenhang müssen die Bestrebungen nach einer neuen Ausrichtung der 
Vorschul- und Grundschulerziehung gesehen werden. So sagt Lückert: 
“Der Wissenschaft fállt die Aufgabe zu, die sich in unserer gegenwärtigen 
Gesellschaft anzeigende Unstimmigkeit zwischen dem überkommenen 
Bild des Kindes und der sich bereits anbahnenden neuen Definition des 
Kindes in das Bewußtsein der Gesellschaft zu bringen.”37) 

M. Rang hat diese neue Auffassung vom Wesen der Kindheit in einer 
phánomenologischen Betrachtung erhellt.38) Er bestátigt die Auffassung 
von A. Flitner und H. -R. Lückert, daB das Bild, das sich die Erwachsenen 
von der Kindheit machen, in jeder Kulturepoche und in jedem Kultur- 
kreis verschieden ist und im wesentlichen durch die Erwartungen des 
Erwachsenen an das Kind in seiner Situation des Kindseins bestimmt 
wird. Da jeder Augenblick der kindlichen Entwicklung immer zugleich 
den Charakter der “Vorláufigkeit” trágt, ist das Kind in allem was es tut 
zugleich auf die Gegenwart und die Erwachsenenexistenz als seine eigene 
Zukunft ausgerichtet. Während es die Pflege ist, die dem Kind Gelegen- 
heit gibt, “seine spezifisch kindliche Lebensweise zu gewinnen”, ist die 
erzieherische Haltung auf seine Zukunft als Erwachsener gerichtet. Beide 
Formen der Zuwendung sind notwendig. Aus dem Gewicht dieser beiden 
Möglichkeiten bestimmt sich die jeweilige Auffassung einer Gesellschaft 
über die Aufgabe der vorschulischen Erziehung und ihre Praxis. Der 
Vorschulerzieher kann seine Aufgabe wesentlich in einer bewahrenden, 
gegen eine vorzeitige Entwicklung beschleunigende Einflüsse abschirmen- 
de Haltung sehen, er kann sie aber auch im wesentlichen von der Zu- 
kunftsaufgabe des Kindes her bestimmt sehen, d.h. aus einer Haltung, 
wie sie von den Vertretern der neuen Vorschulerziehung eingenommen 
wird. DaB dieses neue Bild vom Kinde sehr viel früher rationale Züge in 
seinem Verhalten zur Welt trägt und deshalb frühere Erziehungsmaß- 
nahmen zur Entwicklung seiner kognitiven Entfaltung in Richtung auf 
das Erwachsenendasein entwickelt werden, dürfte verständlich sein. 
Das Recht des Kindes, sein Kindsein als ebenbürtige Form des Mensch- 
seins zu erfüllen, wird dadurch zurückgedrängt. Es ist die Aufgabe des 
Sozialpädagogen die Pflege zu betonen, weil der Lehrer infolge seiner 
immer mehr der Wissenschaft verschriebenen Ausbildung ohnehin ge- 
neigt ist, unterrichtliche Formen der Zuwendung überzubewerten. Der 
Sozialpädagoge wird ihn immer wieder mahnen müssen, die Möglichkeiten 
eines nicht-rationalen, nicht auf Leistung gerichteten musischen Ver- 
haltens zur Welt nicht zu übersehen. 


42 WALTER SCHULTZE 


ANMERKUNGEN 


1) Die Gruppe der Fünf- bis Sechsjährigen, die im Kindergarten besonders 
zusammengefaBt werden; auch als Ubergangsgruppe bezeichnet. 

2) Z.B. in: Spielen und Lernen. Die Zeitschrift für Eltern und Kinder, 1, 1969, 1. 

3) H. HECKHAUSEN: “Förderung der Lernmotivierung und der intellektuellen 
Tüchtigkeiten." In: H. Roth (Hrsg): Begabung und Lernen. Ergebnisse und 
Folgerungen neuer Forschungen. Reihe: Gutachten und Studien 4, herausgegeben 
vom Deutschen Bildungsrat. Stuttgart: Klett 1969, S. 193—228. 

4) K. MOLLENHAUER: ‘Sozialisation und Schulerfolg.” In: H. Roth (Hrsg): 
Begabung und Lernen, a.a.O., S. 269-296, hier S. 294. 

5) G. Doman: Wie kleine Kinder lesen lernen (How to Teach Your Baby to Read). 
Dt. Übers. mit einer Einführung sowie einem Anhang versehen und für die 
deutschen Verhältnisse eingerichtet von H.-R. Lückert. Freiburg: Hyperion 1967. 

6) G. N. German: Intelligente Kinder durch Erziehung (How to Develop Your 
Child's Intelligence). Dt. Übers. herausgegeben und mit einem Vorwort versehen 
von H.-R. Lückert. Freiburg: Hyperion 1967. 

7) A. FLITNER: “Der Streit um die Vorschulerziehung.” In: Zeitschrift für 
Pädagogik, 13, 1967, 6, S. 515-538. 

8) S. hierzu die Veröffentlichungen von B. TROUILLET, z.B.: Die Vorschul- 
erziehung in neun europäischen Ländern. Dokumentationen zum in- und aus- 
ländischen Schulwesen, Bd. 8. Weinheim: Beltz 1967. 

9) H. Rots (Hrsg.): Begabung und Lernen, a.a.O. 
vt B. S. Broom: Stability and Change in Human Characteristics. New York: 

iley 1964. 

11) Die Öffentlichkeit ist naturgemäß besonders empfänglich für Über- 
spitzungen der Umweltabhängigkeit der Begabung. Daran sind die genannten 
Vertreter einer systematischen vorschulischen Schulung intellektueller Fáhigkeiten 
nicht unschuldig. Ihre Formulierungen in Vorträgen gehen z.T. über das, was 
wissenschaftlich abgesichert ist, erheblich hinaus. 

12) A. Ant: “Die geistige Entwicklung als Funktion von Anlage, Reifung, 
Umwelt- und Erziehungsbedingungen.” In: H. Roth (Hrsg.): Begabung und Lernen, 
a.a.O., Anm. 9, S. 151-191. 

13) E. Hoffmann in vielen Stellungnahmen in Vortrágen und Veróffentlichungen 
im Zusammenhang mit Auseinandersetzungen mit H.-R. Lückert. 

14) Bei der Diskussion um das Frühlesen tritt stándig eine terminologische 
Schwierigkeit insofern auf, als Lesen im Sinne von Wiedererkennen von ganzen 
Worten und Lesen im Sinne von Erlesen unbekannter Wórter und Texte zweierlei 
ist. Die erste Form des Lesens, die kein Lesen im eigentlichen Sinne ist, ist natur- 
gemäB sehr früh móglich. 

15) A. TauscH, A. BARTHEL, B. FITTKAN, H HüsscH: “Variablen und Zu- 
sammenhänge der sozialen Interaktion im Kindergarten.” In: Psychologische Rund- 
schau, XIX, 1968, 4, S. 267-279. 

16) AuBer den Arbeiten von B. Bernstein z.B. J. W. B. DoucLas: The Home 
and the School: A Study of Ability and Attaimment 1n the Primary School. London: 
MacGibbon 1966. 

17) R. C. Preston ist Leiter der Leseklinik an der Pennsylvania State University, 
Philadelphia. Es handelt sich um eine schriftliche Mitteilung. 

18) F. M. Hechinger ist Chefredakteur der Erziehungsbeilage der New} YorkÏTimes. 

19) Die National Education Association (NEA) ist der größte Lehrerverband 
in den USA. 

20) 50% aller Elementary Schools haben eine K— (Kindergarten-) Klasse. 

21) Ein Beispiel dafür ist das Demonstration Guidance Project der Stadt 
New York, das 1956 mit einer Junior High School im Norden von Harlem begann 
und spáter als The Higher Horizon Program auf 52 umliegende Elementarschulen 
ausgedehnt wurde. 

22) A. Monter: “L'admission prématurée au cours préparatoire.” In: L’Edu- 
cation Nationale, 1965, 27, S. 16-17. 

28) B. Schirr: "Grundschulreform in der UdSSR - Motive und Probleme." 
In: Internationale Zeitschrift für Erziehungswissenschaft, XV, 1969, 3, S. 261-275. 

24) S. hierzu die Diskussion in der Schweizer Lehrerzeitung 1968/69. 


-— 


VORSCHULERZIEHUNG IN DER DISKUSSION 43 


25) S. hierzu auch den Beitrag von B. Trouillet in diesem Heft. 

26) Es erscheint besonders erstaunlich, daß die Pädagogik der sozialistischen 
Länder diese Begabungstheorie nicht auf die Vorschulerziehung angewendet hat. 

27) Beispiele dafür lassen sich aus den Zuwendungen des US-Office of Education 
im Rahmen des Co-operative Research Program sowie aus Zuwendungen der Ford 
Foundation aus dem Fund for the Advancement of Education leicht finden. 

28) C. Burt: “The Evidence for the Concept of Intelligence.” In: British Ji ournal 
of Educational Psychology, 25, 1955, S. 158-177. 

29) So kann man wohl kaum von der “Unendlichkeit” der Begabungsreserven 
sprechen und behaupten, “daß Begabungen immer so stark sind, wie sie verlangt 
werden” (Hellmut Becker in der Fernsehsendung “Impulse” am 3.3.1968). 

30) Der Kongreß der National Society for Programmed Instruction wurde 1967 
in Boston mit folgenden Worten eröffnet: “Unsere ursprünglichen Vorstellungen 
über die programmierte Unterweisung sind nicht nur tot und begraben, sondern 
es wächst bereits Moos auf dem Grabstein.” 

31) S. hierzu J. WENDELER: “Differenzierung der Schulleistung am Ende der 
vier Grundschuljahre." In: Bildung und Erziehung, 1969, 2, S. 109-119. 

32) H.-R. LÜckerr in einem Interview in der Zeitschrift Spielen und Lernen. 

Die Zeitschrift für Eltern und Kinder, 1, 1969, S. 24, sowie an vielen anderen Stellen. 

33) E. SCHWARTZ: “Schulreife, Intelligenz und Schulleistung im ersten Schuljahr". 

In: Schule und Psychologie, 14, 1967, 8, S. 233-245. 

d Ss SC HOFFMANN: “Wie modern ist Fröbel?” In: Spielen und Lernen, 1, 1969, 
PS 22. 

35) E. Baar: Schulreife — Entwicklungshilfe. Neu bearbeitet von Ingeborg 
Tschinkel. Wien: Jugend und Volk 1965. K. SCHÜTTLER- JANIKULLA und H. KROHN: 
“Transferprobleme und Schulreifetraining." In: Zeitschrift für experimentelle 
und angewandte Psychologie, 13, 1966, 4, S. 632-644. K. SCHÜTTLER-JANIKULLA: 
“Untersuchungen über die Verwendung von Schulreifetrainingsmaterial bei 
schulunreifen Kindern.” In: Schule und Psychologie, 13, 1966, 2, S. 45-56. 

. 36) D. BELL (Columbia University New York) in einem Vortrag “Die nach- 
industrielle Gesellschaft” auf der internationalen Konferenz über “Die Welt im 
Jahre 2000”, Tokio, 1967 (Manuskript). ó 

37) H.-R. Lóckrmr: “Lesenlernen im Vorschulalter als Aktion der basalen 
Bildungsférderung.” In: Schule und Psycholo; ie, 14, 1967, 10, S. 297-312. 

38) M. Rang: “Erwachsener und Kind.” In: Bildungsnotstand unserer Kinder. 
Braunschweig: Westermann 1967, S. 44-52. 


L’EDUCATION PRESCOLAIRE EN DISCUSSION 
Examen des tentatives de réforme en République fédérale d’Allemagne 


par WALTER SCHULTZE, Francfort 


En République fédérale d'Allemagne, la réforme de l'éducation préscolaire — dans 
le cadre de la réforme envisagée de tout l’enseignement — est devenue, pour plusieurs 
raisons, un des problèmes qui a soulevé les 
de crise de l'enseignement" (“Bildungsnotsta: Sch 
P. ex. nombre insuffisant de places disponibles, manque 
conséquent formation de trop grands groupes d'enfants) apparait de plus en plus 
clairement, si l'on compare la situation de la République fédérale d'Allemagne 
avec celle de l'étranger. Le changement qu'a subi la notion de talent (“Begabungs- 
begriff”), de même que le fait d’avoir découvert que la période préscolaire constitue 
la phase la plus perméable dans le développement de l'enfant, ont provoqué en 
République fédérale d'Allemagne une propagande probablement unique en faveur 
d'une promotion de l'éducation préscolaire (“basale Bildungsfórderung”), et en 
faveur de la lecture à un âge précoce. Cette propagande à de plus entraîné une 
attitude défavorable à l'égard du travail accompli jusqu'à présent dans les jardins 
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d'enfants. La science pédagogique, elle aussi, ne pouvait cependant pas fermer les 
yeux sur les résultats obtenus par la “psychologie moderne”; ce fait l'a amenée 
à demander une révision des principes de l'éducation préscolaire — qui jusqu'à 
présent s'appuyaient essentiellement sur Fróbel — et à élaborer à ce sujet des pro- 
positions concrètes. Vu que l'égalité des possibilités d'acces à l'éducation ne paraît 
étre assurée que si tous les enfants recoivent un encouragement systématique plus 
précoce dans la formation de leurs aptitudes cognitives, en développant en méme 
temps leurs moyens d'expression, on a préconisé unanimement d'étendre l’âge 
d'entrée à l'école à 5 ans. On a également recommandé de “grouper” les deux 
premières années scolaires en un seul cycle préparatoire (“Eingangsstufe””). Par ces 
mesures, l'enseignement élémentaire, figé par la notion allemande de “maturité 
scolaire” (‘‘Schulreife’’) doit s'accompagner en méme temps d'une réforme interne. 
Les réformes allemandes se basent surtout sur des recherches faites dans les pays 
de langue anglaise; s'est pourquoi il est étonnant que des réformes fondamentales 
de l'école préparatoire n'aient pas aussi été envisagées à l'étranger. On ne conteste 
cependant pas les mesures compensatoires nécessaires pour pallier les handicaps 
scolaires des enfants provenant de certains milieux sociaux. Est-ce que les résultats 
de la psychologie américaine d'apprentissage, et ceux de la recherche portant sur le 
potentiel intellectuel qui en République fédérale d'Allemagne sont interprétés 
uniquement en ce qui concerne l'importance du milieu pour l'épanouissement de 
l'intelligence, n'auraient peut-étre pas des conséquences aussi déterminantes que 
l'on suppose? Des études à long terme, qui pourraient donner des renseignements 
à ce sujet, font complètement défaut. La psychologie “moderne” serait-elle, elle- 
méme, déterminée par une idéologie? En fin de compte, le nouveau siécle des 
lumiéres vers lequel nous nous acheminons, vise l'avenir et réclame des attitudes 
correspondantes en sciences et dans le processus éducatif. L'image transformée de 
l'enfant, au sein de notre société, exige une formation cognitive précoce et dirigée 
plus nettement vers son avenir, en tant qu'adulte. Mais on se pose maintenant la 
question suivante: ne va-t-on pas par ce procédé, étouffer les aspirations du tout 
petit enfant face au monde, et ne va-t-on pas provoquer, en exigeant de lui, des 
attitudes cognitives trop précoces, des difficultés dans son développement ? 


PRESCHOOL EDUCATION UNDER DISCUSSION 
A Consideration of Attempts at Reform in the Federal Republic of Germany 


by WALTER SCHULTZE, Frankfurt 


The reform of preschool education as a part of the planned reform of the edu- 
cational system in general in the Federal Republic of Germany has, for a number 
of reasons, developed into one of the most keenly discussed problems. The 
"education emergency" in the kindergartens, (shortage of places and teachers 
leading too large groups), became all the more evident when the situation was 
compared with that abroad. The gradual transformation of the concept of talent, 
together with the realisation that the preschool stage is the ‘‘most receptive period" 
led to what for the Federal Republic of Germany was a unique campaign for the 
promotion of preschool education (“basale Bildungsförderung””) and early reading 
as well as to unfair criticism of the previous work of the kindergarten. However 
not even educational science could close its ears to the findings of “modern psy- 
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chology” and this brought it to call for a re-thinking of the previous principles of 
preschool education ,which dated essentially from Frôbel, and to put forward some 
concrete suggestions. Since equality of educational opportunity seems only to be 
assured if all children receive systematic encouragement in the development of 
cognitive abilities at the same time as they develop their own mode of linguistic 
expression, it was recommended that the school entrance age be brought forward 
to 5 years and the first two school years be fused into an “introductory stage” 
(“Eingangsstufe'””). By these measures, elementary education, fixed by the German 
concept of “school readiness" ('“Schulreife””), must at the same time be lead to 
internal reform. 

The reforms in the Federal Republic of Germany are mainly based on research in 
English-speaking countries; it is therefore remarkable that basic reforms of 
preschool education are not also being attempted abroad. The compensatory 
measures necessary for the correction of educational deficiencies in children 
of certain social classes remain uncontested. Will the results of the American 
learning psychology and ability research, which in the Federal Republic of Germany 
are interpreted exclusively as showing the importance of environment for the 
development of intelligence, perhaps not have such far-reaching consequences as one 
may tend to think? Long-term studies which could clarify this matter are com- 
pletely lacking. Will “modern” psychology itself be determined by ideology? 
Finally, the new age of enlightenment which we are approaching is forward-looking, 
and demands corresponding attitudes in science and educational action. The 
changed image of the child in our society requires an early cognitive education 
aimed more directly at his future as an adult. The question is raised now of whether 
Some of the young child's reactions at being in the world will not be stifled by this 
and the demands made on him for premature cognitive performance not provoke 
difficulties of development. 


THE ROLE AND PROGRAM OF PRESCHOOL EDUCATION 
FOR SOCIALLY DISADVANTAGED CHILDREN 


by SARAH and MosHE SMILANSKY, Tel Aviv 


Introduction 

Within the limited scope of this article we thought the subject had 
best be approached by presenting the underlying propositions of the 
program and illustrating its mode of implementation. In a subsequent 
article we then intend to analyse the results obtained so far and indicate 
those aspects that require further research. 

We are dealing with the role of public, state-supported kindergartens 
which form part of the educational system in any welfare state. The 
primary function of these kindergartens is to serve as an agent of sociali- 
zation in accordance with the values and expectations of the society at 
large at a given stage of modernization. The kindergarten is supposed to 
teach the child a variety of basic skills, develop his self-confidence, 
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foster his motivation for achievement and develop his capacity for auto- 
nomous functioning. The kindergarten is designed to give the child ex- 
perience of success so as to enable him to establish his identity and achieve 
self-realization in the process of maturation. 

The effectiveness of the kindergarten and the extent to which it ful- 
fills its function is best examined in the light of the socialization model 
that a given society wants to foster, i.e., the values and behavior patterns 
it wants for its kindergartens, the skills, knowledges, motivations deemed 
appropriate for its age groups. We are assuming, here, that there can be 
no one standard program for the kindergartens of all cultures; each 
society must ask itself what its expectations are for its children at every 
stage of maturation. In voicing its expectation, it inevitably sets stan- 
dards by which some groups of children are seen to be falling behind. 
The society then has the need to identify these children and to determine 
the ends and means to be used in the kindergarten to bring these child- 
ren closer to expectations. 

We shall, therefore, begin here by a description of the objectives and 
functions of kindergartens for “disadvantaged” children in Israel, taking 
the present state of Israeli society into account. 

The importance of the kindergarten as a means of socialization has been 
realized by the Jewish population of Israel since the beginning of the 
Zionist settlement movement. The voluntary education system set up by 
the Jewish community during the time of the British Mandate already 
included a kindergarten in practically every Jewish settlement.!) Under . 
the Compulsory Education Act passed by the Knesset- Israel's parliament - 
as early as 1949, one year after the achievement of independence, the 
kindergarten received official recognition. One year’s attendance, from 
the age of 5-6, was made compulsory for all children before they began 
their eight year elementary school course. The reason for making kinder- 
garten attendance compulsory was that, in a country of immigration, 
the intermingling and common socialization of divergent groups should 
start at an early age. The kindergarten was supposed to help the children 
in their emotional and social adjustment, to give them the necessary 
knowledge of Hebrew, and generally to prepare them for their school 
career. 

During the twenty-one years of the existence of the state of Israel, 
immigrants have come into the country from dozens of different nations, 
and have swollen the compulsory kindergarten population from about 
25,000 in 1948-49 to about 95,000 in 1968-69. While, in 1948, about two- 

thirds of the children were of European origin, by the end of the period, 
two-thirds were of Middle Eastern and North African origin. As the 
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ethnic composition of the Israeli population has radically changed over 
the years, the role of the kindergarten, already important at the begin- 
ning, has become increasingly important in the task of integrating diver- 
gent groups into the school and society. 

Although the early kindergartens were fairly successful in coping 
with their primary task of taking in new immigrant children, they also 
had numerous limitations. A study conducted in 1957 showed that kinder- 
gartens did not develop the cognitive abilities of culturally disadvan- 
taged children or prepare them for scholastic success.2) This led to a 
series of experiments in which several hypotheses on alternative means of 
fostering these abilities were tested; these in turn, contributed to the 
gradual adjustment of the kindergartens to the specific population to be 
served. 

The role of the kindergarten is likely to increase. Elsewhere we have 
specified eleven reasons why early childhood is the most crucial age for 
intellectual development and subsequent scholastic achievement.3) In 
fact, the Ministry of Education, according to its 1967 implementation 
Program, set out to provide by 1970 free kindergarten attendance for 
children aged 3-5 of disadvantaged backgrounds; this is in addition to 
their compulsory attendance — free of charge - for the ages of 5-6. 


Stages of Research and Experimental Work 

Stage 1: We conducted observations, tests, and interviews in the 
elementary schools at which time we discovered a syndrome of failure to 
learn basic skills, a reduced motivation for achievement, a lowering of 
the pupil’s status in the eyes of his teachers and a sense of failure and 
frustration among the parents.4) We then began a series of observations 
in compulsory kindergartens, where we found the kindergartens not 
Suited for the purposes of a disadvantaged population. The teachers’ 
training, the curriculum and the equipment were within the tradition of 
“progressive education”. They followed a pattern that was designed 
Primarily for middle-class European children from small families; the 
children were free to spend a few hours a day within a social setting that 
afforded opportunities for socialization and very limited intervention on 
the part of the teacher. The underlying assumption in this type of kinder- 
garten is that the children themselves are lively enough to strive for 
Self-realization, and that their homes have given them, and are giving 
them, the necessary intellectual stimulation; all that is needed is a suit- 
able setting for their socialization and the shaping of their leisure time, 
while providing a certain amount of cultural enrichment and promoting 
their capacity for emotional and social adaptation. 
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Stage 2: Here we branched out in two directions. Observations and 
interviews were conducted in homes of disadvantaged children to learn 
about their family background — cultural pattern, values and child- 
rearing methods — and to be able to formulate some preliminary hypo- 
theses regarding the variables that affect the child and determine his 
mental, emotional, and personality structure and outlook.5) At the same 
time we tried to analyze the current expectations of the first few grades 
of elementary school, in order to know in what direction the children 


should be developed, and in order to construct a set of tasks which, if | 


learned, might ensure subsequent scholastic success. Teachers were inter- 
viewed regarding their expectations of the children; classroom obser- 
vations were conducted to find out what was going on with different 
teachers, and an analysis was made of what would be required to under- 
stand the textbook material. A long list of variables was thus established 
which then served as the basis of development for the first kindergarten 
foster program. 


Stage 3: This stage consisted of an experimental foster program for | 


5-year-olds in line with the established school expectations, stressing | 


those areas of activity which were likely to be conducive to the child- 
ren's future adaptation to school demands and to bring about a rise in 
IO level.9) 

Stage 4: This stage expanded the program to the 3-4 age group to 
examine the extent to which a program instituted at an earlier age and 


of longer duration might enhance the children's adjustment and develop- 1 


ment. At the same time specific aspects of the program such as socio- 
dramatic play’) or optimal learning conditions for the disadvantaged®) 
were studied in detail. 

Stage 5: This stage consisted of experimental work with the parents 
parallel with the kindergarten program. We tried to find out the extent 
to which the parents of disadvantaged children could (despite the burden 
of raising a large family, their lack of education, and a doubtful attitude 
toward learning) become active partners in the endeavor to develop the 
cognitive abilities of their children. The questions we tried to answer 


were whether they would in fact be prepared to help and whether this | 
help would materially alter the results, e.g. raise the childrens’ abili- 
ties.9) At the same time, experiments were conducted in using such spe: ` 


cific fields of activity as drawing, modelling, and writing for the child- 
ren’s directed developments. j 

Stage 6: Here disadvantaged kindergarten children were taught to 
read by different methods in order to prepare them for school and to give 


them the feeling that they know no less than middle-class children upon . 
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entering first grade. The experiments were conducted in several neighbor- 
hoods using a different method in each. In one neighborhood the parents 
were also trained and urged to collaborate in teaching their children to 
read, in order to find out whether this would yield appreciably better 
results. H 

Stage 7: A special enrichment program was instituted for the top 
quarter of the disadvantaged population, consisting of those children who 
had the greatest prospects of success; these children were potentially 
closest to the normative middle-class population in their level of ability 
and in their achievement motivation. Yet they were the worst off in the 
sense that they were unable to unfold their high potential. In the special 
kindergartens for disadvantaged children, the low class average determines 
the standards set by the kindergarten teacher, and the more gifted 
children lack any reference group to look up to and imitate. They do 
not receive sufficient attention because the teacher’s energy is diverted 
to the underachievers who fail to meet even the minimum standards set. 

While this work was being carried out with the top of the disadvan- 
taged population, we also replicated several experiments which had been 
conducted in the previous stages of the program; we wanted to find out if 
a substantial change in the results could be noted when a different sam- 
ple was used, and improved methods of teaching and teacher training 
were employed. 

This overall program of experimentation and research, for which we 
have given only a bare outline, has been going on over ten years; on the 
basis of it, we tried to formulate a set of working hypotheses regarding the 
function and program of kindergartens designed for disadvantaged 
children, The main propositions are enumerated below. A further study 
will deal with the results obtained when these principles are applied. 


Main Principles for a Kindergarten Program for Disadvantaged Children 


Preparation for scholastic success is the main criterion for determining the 
Priorities of the program 

In the current Israeli elementary schools, expectation of and pressure 
for normative success in the basic skills are the rule from the first grade 
onward. The disadvantaged child is seriously affected by marked failure 
in this spherel0): first, early failure becomes a cumulative deficiency 
as, in the successive grades, the child is presumed to have mastered the 
basic skills of the previous grades; a “pattern of failure” develops until 
the child becomes “a psychological drop-out.” Second, the child is unable 
to integrate socially; in his class of homogeneous background and level 
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of ability, he becomes unable to find a suitable reference group and model 
for imitation that would spur him on to meet the normative demands of 
the dominant group. Third, his scholastic failure causes him to lose status 
in his family which feels that its own status has also been impaired. For a 
family of this kind, success at school has a wider meaning; the school 
holds out the prospect of social equality, of a rise in status, and of social 
and occupational mobility, for all of which scholastic success is the real 
test and failure implies that these prospects are illusory. Fourth, the child 
loses status with his teacher. His acceptance by the teacher decreases, and 
consequently also his acceptance by his peer group which is affected by 
the teacher's overt and implied attitudel1). 

When the disadvantaged child first comes to kindergarten, his intel- 
lectual development and readiness for various activities are markedly 
inferior to those of the average middle-class child of European origin. 
His IQ level is about 90 compared with an average of 11012) for the more 
advantaged group of children. The disparity is noticeable from early 
infancy. Especially in their linguistic development, disadvantaged child- 
ren fall behind as early as their second year of lifel3), and, in the third and 
fourth year, the difference becomes still more accentuated.14) The cul- 
tural milieu and child-rearing patterns of his home are such that the 
child is not properly prepared to meet the demands of either kinder- 
garten or school. His family is not in a position to be an active partner in 
his scholastic advancement, once he has entered the school system, unless 
the family is given special guidance and incentive. 

Observations and interviews conducted at the children’s homes15) 
and parental education experiments have shown that the parents are in 
fact interested in their children's success 16) and are prepared to cooperate 
with the kindergarten and the school, but have no clear understanding of 
their role. They usually think that it is the function of the school and the 
kindergarten to foster their children's intellectual development and that 
this should be left exclusively to these institutions. Hence their own 
actions are not directed towards this goal, and they do nothing to develop 
their children's potential. On the other hand these studies and experi- 
ments show that parents with low standards of education can provide 
their children with a social climate and with some learning conditions con- 
ducive to their progress. High correlations were found between the child- 
ren's IQ and scholastic achievements with such background variables as 
the parents’ aspirations for their child’s education, the learning conditions 
they provide, and the guidance they give to their children in their studies. 
At any rate the correlations were, in no case, lower than those found be- 
tween the children's variables and their parents’ education, occupation 
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and the size of their families. It may be inferred that parents of disadvan- 
aged children, once they receive the proper guidance and instruction, are 
able to contribute to their children’s progress. In fact, wherever such 
guidance and instruction were given, the parents showed themselves 
willing to try, and to persist in their efforts, producing satisfactory results 
in certain areas.1?) 

It obviously is the duty of the kindergarten to diminish the wide gap 
between the disadvantaged child’s state of development and the expec- 
tations he will have to meet at school. Owing to the limited space of time 
at its disposal, the kindergarten must set for itself definite priorities. If 
we consider the findings in our situation there is no definite evidence of a 
pronounced disturbance in the physical-motoric, emotional and social 
development of these children; and the longitudinal growth study men- 
tioned!8) even further indicates that, during their early infancy, children 
of North African origin are, in fact, somewhat superior to their peers of 
European origin in their physical-motoric development. And at the same 
time, initial success at school is rather determined by cognitive ability 
and affective learning habits, failure in which has been found to be harm- 
ful to these children’s mental health and to diminish their social status!®), 
This means that if the kindergarten helps the children in their intellec- 
tual development, it also raises their prospects of social adjustment and 
tends to improve their emotional development. If on the other hand, the 
kindergarten ignores school demands and lays stress in other areas, it 
ultimately leads to failure in all spheres. 

We assume, therefore, that the kindergarten must concentrate on 
developing those aspects that are directly related to scholastic success. 


A comprehensive, multi-annual kindergarten with a heterogeneous popula- 
tion, and run by a multi-disciplinary staff trained in teamwork is best suited 
for disadvantaged children. 

A detailed memorandum on this matter was submitted to the Minister 
of Education in January, 1960, and the proposal was included in the 
Ministry’s development program. Unlike other proposals, however, it has 
not been tried out. Tentative support of our hypotheses is, however, supp- 
lied by various studies now under way on which we shall Ww separately. 
The rationale for our proposal may be presented under the following 
headings: 
= A reference group and a model for imitation are of great importance for the 
Process of a child’s socialization. Socialization consists of the acquisition 
and internalization of motivation for achievement, the development of 
abilities and aptitudes, and the acquisition of information and knowledge 
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relevant to our society. Accordingly, the population of the comprehensive 
preschool should be heterogeneous in its ethnic and social background as 
well as in its level of abilities, aptitudes and age. In this way, flexible 
grouping is possible, as best suited for each child. Since already at the 
nursery school age there are individual differences in psycho-motoric 
and cognitive development, groups can be composed so that relatively 
advanced 3-4 year-olds can be put together with a relatively backward 
5-year-old who can then be motivated to copy the younger child. Since, 
at this early age, ethnic and social prejudices have not yet been deeply 
inculcated, and the disadvantaged children have not yet experienced 
failure, interaction and personal relations between children of different 
backgrounds and abilities can well be developed. Moreover, since at 
kindergarten age there are as yet no standardized expectations, programs 
can be individualized to fit different children, adapting the timetable, the 
social climate, the teacher and the methods to the children’s differential 
needs. 

— The preschool center should be responsible for showing the parents how to help 
their children to develop in such a way as to enhance their children’s pros- 
pects of success in school and in a modern society generally20). School and 
home have different roles, modes of action and expectations. For a child 
to be able to function successfully in both settings and meet the demands 
of each, the school must familiarize the parents with its expectations so as 
to enable the parents to help their children to adjust to, and become pro- 
ductive contributors within their peer groups. In addition to working 
directly with the children and their parents, the comprehensive preschool 
should also work in close collaboration with the community and district 
health and social welfare services. 

In the course of time there is likely to be more than one child from the 
same nuclear or extended family attending the same comprehensive 
preschool. This permits a more lasting and intimate relationship to be 
developed with the family. The staff can get to know the children’s home 
environment better, and can construct a program better geared to the 
family’s limitations and capacity for cooperation. Observing the pro- 
cess of maturation in different children, the staff can make a diagnosis 
more adequately fitting the methodological and didactic principles and 
hypotheses set forth below to the potentialities of different types of child- 
ren and the program devised for them. 

— Every child, at each stage of development, should be in the care of a given 
kindergarten teacher who is well acquainted with the child and his family. 
It is this teacher’s task to help the child gain the necessary self confidence 
and to select and direct the programs best suited to the child’s abilities 
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and problems. But unlike the usual kindergarten, where this teacher is 
alone in her concern for the child’s welfare, this kindergarten should be 
staffed by a heterogeneous multi-disciplinary team. One kindergarten 
teacher, however gifted she may be, is never able to cater to the needs of 
20-40 children; another adult is needed so that those children who have 
not been able to establish proper communications with the kindergarten 
teacher-in-charge have an alternative adult to whom to turn. The child- 
ren, moreover, need the additional stimulation of special teachers who 
visit them occasionally for art and music lessons, and of a psychologist- 
therapist and others, who help in planning and conducting the enrichment 
programs for the more advanced as well as the slower students. 

- In a comprehensive preschool center, functional and grade differentiations 
can be introduced. At present, there are separate kindergarten units, each 
with a single kindergarten teacher in charge. This gives an equal range of 
opportunities to the more talented and less talented teachers. The ma- 
terial rewards are poor and the professional status is low. The more 
talented teachers, having other opportunities, tend to eschew the pro- 
fession or leave it after a couple of years — all this at a time when vast 
numbers of teachers are needed to staff educational systems designed to 
give all children an equal opportunity. In a comprehensive preschool, as 
suggested, there is a better chance of keeping the better teachers and of 
enlarging the role of those who can help. Tasks and goals can be differen- 
tially defined to better suit a range of abilities in a staff. As at present 
envisaged, a kindergarten staff should include a principal, senior teachers 
who have specialized in certain areas, regular kindergarten teachers, 
assistant teachers, and an educational psychologist. 

- In a fairly big comprehensive preschool a suitable social climate can be 
fostered, emanating from an elected leadership and making use of the group 
dynamics of cooperation and positive competition. This is impossible in the 
isolated kindergarten with only one or, at most, two teachers. In a bigger 
center, the poorer teachers can find a model for imitation in the more 
gifted ones, and all of them can benefit from the assistance of the principal, 
the educational psychologist and the teachers who have specialized in 
particular fields. This arrangement can lead to better planning, better 
control, better evaluation, and improved provision of special programs 
for dealing with exceptional or problem cases. j ; 

7 In the comprehensive preschool, systematic research and experimentation can 
be usefully and effectively carried on. An empirical strategy can be adopted in 
shaping the preschool program, with inbuilt feedback and control me- 
chanism. Projects can be worked out to test various likely hypotheses, 
keeping a constant check on their implementation and introducing all the 
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necessary improvements and modifications in order to arrive at the best 
possible results. These projects can then be applied in other kindergarten 
setting as well so that, eventually, the entire preschool program may be 
put on a more scientific and progressive basis. 

— À regional experimental center, along the lines of a comprehensive preschool, 
should be established. Its inter-disciplinary staff should look after about 
200 children of nursery school (3-5) and compulsory kindergarten (5-6) 
age (grouped in classes of different size) in the mornings, and deal with 
infants from birth until the age of 3, together with their parents, in the 
afternoons. In the evenings, parental education should be provided for 
the families of the two older age groups. 


Programs for the promotion of disadvantaged children should be adapted to 
their specific circumstances and requirements. Some of the characteristics 
and needs of disadvantaged children at the preschool level are the same as 
those of more privileged children of the same age group and are simply 
determined by chronology. However, owing to the child-rearing practices 
of the homes and the interaction between the potential ability of the 
children and the experience they have had up to time of entering school, 
the children of the two groups differ in status and conditions. What we 
previously referred to in general terms as the lower IQ (and lower state of 
readiness) of the disadvantaged children is reflected in their poorer and 
different vocabulary and set of concepts, their lack of regular work habits 
and their lack of persistence. They show little or no initiative in dis- 
covering the common features of different activities, situations or terms; 
they do not generalize; they lack the habit of asking about things they do 
not understand. 

Though child-rearing practices may vary widely from one home to 
another, the overall difference between the homes of the disadvantaged 
and the advantaged is significant and hasan effect on the scholastic po- 
tential of the children. In the advantaged home, the goal is to develop the 
child’s natural potentials. Consciously or unconsciously, and from the 
earliest age, the child is given systematic and repeated guidance and 
direction in three main fields in which much effort is invested: (a) almost 
everything around the child is made to follow an orderly, regular pattern: 
there is a time and place for things and events, an explanation for pheno- 
mena, and a distinction made between the agent of an action and the 
action itself, between the individual and his surrounding world. There is, 
therefore, cause to ask about the nature of events and phenomena, to 
understand the effects that bring them about, and to form an attitude 
toward them. (b) Words are used to define situations and concepts. Every 
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object, situation or concept has its appropriate word. It is therefore ne- 
cessary to listen to the words others use, to learn the meaning of words by 
getting to know what they refer to, and to think and express oneself in 
accurate terms. (c) Human relations are based on reciprocal interaction, 
mutual confidence and relatively well-defined rights and duties. These 
enhance a sense of fundamental security while also opening ways for the 
child to take others into account in whatever he is doing or planning to do. 

In consequence of cultivation according to such a code, implicit and 
explicit, the child gains a sense of self-confidence, develops a fairly 
sophisticated linguistic model, acquires a systematic store of knowledge 
and the motivation to ask about the why and wherefore of things. All signs 
of initiative, correct thinking, apt expression and the like are encouraged 
and reinforced. 

In the disadvantaged home, on the other hand: (a) There is very little 
order, regularity and planning. Objects are not always put in the same 
place, things are not done according to plan and in a given sequence, or 
at a given time; reactions are usually spontaneous. In many instances, 
the home is characterized by disorder, noise and impulsive behavior. 
(b) There is very little interaction between adults and children in many 
of the directions mentioned, and frequently the child’s questions are re- 
jected or repressed; he is given evasive answers and his efforts to think, 
understand and plan his reactions are not reinforced. 

Usually these parents love their children and give them a warm family 
feeling. They supply the physical needs of the children as best they can, 
and sometimes go beyond their means to do so. While the affective and 
physical needs of the child are thus satisfied, his cognitive needs are not. 
He is made to obey, rather than to ask, and to behave in the best tra- 
dition of being seen but not heard. 

For children from an advantaged home, the kindergarten simply con- 
tinues the same kind of education the children have already been re- 
ceiving at home. For the disadvantaged children, the kindergarten must 
fulfil a different task; it must develop those aspects which the home did 
not see fit, or was unable, to develop sufficiently. The kindergarten must 
do a work of thorough rehabilitation and redirection in attitudes, knowled- 
ge, interests, and inclinations - in the field of language, habits of behavior 
and response, interpretation of the environment and the like. To cope 
with this task, newly formed and non-convential learning conditions, edu- 
cational approaches and methods are required. 

A new directive teaching approach has therefore been developed 
gradually since 1958. Based on prolonged research and experimentation, 
this program seems to be better suited for the thorough retraining that 
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has to be done within a relatively short period of time. The main prin- 
ciples of this methodological and didactic system are as follows: 

— The kindergarten teacher's effectiveness is greater when her functions are 
specified and when she received adequate, systematic training in the perfor- 
mance of tasks, the attainment of goals, and the evaluation of progress. 
As pointed out, the advancement and rehabilitation of a disadvantaged 
child is a difficult, multi-sided task that has to be performed within a 
relatively short space of time. The kindergarten teacher must therefore 
be helped to clearly define the objects of her work and classify them 
into primary, secondary and long-range objectives, to set minimum achie- 
vement and optimal attainment standards for each child, and generally 
map out her work in detail. She should then be shown alternative means 
for the attainment of each objective so that she can arrange a suitable 
choice of tasks to fit the needs of different children, according to their 
differential stages and patterns of growth and development, as well as 
her own interests and inclinations. It is further essential that she should 
be shown how to diagnose and record the rate and pattern of progress of 
each child: to what extent he comes up to the standard set for him, how 
he is best able to utilize his potential, and what holds him back from pro- 
gressing further. 

In other words, the kindergarten teacher needs a clear frame of re- 
ference, suitable media, and appropriate guidance so that she can best 
use her abilities to arrive at the right diagnosis of each child, map out 
an appropriate program for him and deal with him according to his 
needs. In a large and heterogeneous group, it is also necessary to ensure 
a suitable social climate while looking after the adjustment and progress 
of each individual child. 

— The kindergarten teacher must be actively involved in all tasks. In the “pro- 
gressive” kindergarten, the main function of the teacher is to set the 
stage and stand in the background in order to enable the children to find 
a natural outlet for their activity and creativity as these lead to indepen- 
dent learning. This cannot be done with disadvantaged children where 
there is hardly any sphere of activity in which the teacher can permit 
herself to stand by, without becoming actively involved. Certain basic 
conditions require teacher participation: First, the disadvantaged child 
needs thorough rehabilitation within a very short period of time; every 
activity has to be used for this purpose. The experiments conducted here 
have shown that even in their play and their so-called “artistic abilities,” 
these children are significantly lower and that play and creative activities 
can be utilized to teach such children proper learning habits and to develop 
their cognitive abilities?!). Second, disadvantaged children have dif- 
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ficulty in learning by the self-discovery method. They are unable to bene- 
fit from trial and error in a non-regulated environment because they lack 
the internal motivation, abilities, habits and techniques necessary to 
learn under such circumstances. Active intervention is necessary. When 
there is something they do not know or cannot do, their natural curiosity 
does not lead them to ask questions; in their home environment, their 
curiosity has not been encouraged, but actively suppressed. Observations 
have shown that the disadvantaged child, instead of trying to understand 
new things and to persist in efforts to find out about them, reverts to 
what he already knows, and to the familiar routines from which he has 
learned to get security; he derives almost no profit from situations that 
may provide advantaged children valuable experience and significant new 
knowledge. 

The kindergarten teacher must therefore ask the disadvantaged child 
direct questions to stimulate his curiosity and to cause him to listen 
and pay attention. She must supply unsolicited explanations, insist on 
the child persisting in looking for solutions to problems, and supplement 
the conceptual interpretation of odd pieces of information the child may 
have. This intervention is also necessary when the child engages in such 
creative activities as drawing, modelling, socio-dramatic play, euryth- 
mics, and handicrafts which, in the “progressive” kindergarten, are re- 
garded as means to self-discovery and expression. We found that the dis- 
advantaged child is unable to express himself unless most of the means of 
self-expression offered by each medium are pointed out to him, and he has 
practised its basic techiques until he has reached a stage where he is able 
to enjoy the experience and the products of his work. The kindergarten, 
therefore, should help him to plan and to organize his work with each 
medium, explain its possibilities, make the child talk about what he is 
doing, and direct his work in such a fashion that it may be conducive to 
his intellectual development. Si 
- Disadvantaged children can and should engage in kindergarten activities 
that require concentration, persistence and intellectual effort. Apart from 
the time they spend in kindergarten, most disadvantaged children are 
free to spend their time in the street or at home without any direction — 
usually in physical activities, games or simply running about — together 
with other children of the same family or neighborhood. The kindergarten 
therefore needs hardly offer them opportunities for free play and an out- 
let for their energies. On the contrary, the 4-5 hours spent there daily 
should bedevoted to an effort to depart from random activity and to 
learn to concentrate and act systematically in whatever he may be doing, 

Concentration and persistence are essential to learning and achieve- 
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ment of any kind. The home background of disadvantaged children has 
been found to be sorely lacking in those elements which are conducive to 
the development of these qualities. Family lite is disorganized ; there are no 
conditions for learning to be tidy, attentive, and for persisting in any 
creative or cognitive effort. The parents, moreover, do not realize the 
necessity of teaching the child to act in this way, and do not reward him 
for such behavior by repeated praise or other means. Typically, the dis- 
advantaged child has thus not learned to concentrate; after a few minutes 
of involvement in a given activity, he quits that activity and shifts to 
another. Experiments have shown that the kindergarten teacher can do 
much to help the child to attain satisfactory results from his activity, and 
to enjoy what he is doing. Starting with a minimum attention span in 
accordance with the child’s degree of readiness, she can gradually raise 
the attention span by praising the child for persistence when he has 
tried, and later, when he has reached a certain level of both perseverance 
and continually improving achievements, creating a link between per- 
sistence and success. The original shifting pattern is thus broken and 
replaced by a new pattern of persistence, success, praise and enjoyment. 
Observations and experiments have further shown that when the demands 
made on the children are not too difficult, and the children are able to 
achieve mastery of the task they have been set to do; they become more 
attentive and less aggressive; they are capable of deriving enjoyment 
from the activity, as such, and from what they have managed to achieve. 
It has also been noted that changing from one intellectual activity to 
another supplies them with the necessary release so that they can calmly 
go on to the next task without feeling burden or strain. This method of 
exchanging one form of activity for another seems more suitable than the 
usual break when the children are allowed to run about in the open, since 
disadvantaged children find it difficult, afterwards, to get organized 
again, and to muster the necessary emotional powers for concentration, 
attention, and persistence in intellectual activity. 
— The program should stress development of the child’s aptitudes and the ac- 
quisition of concepts that may help the child to organize his personality and 
lend significance to his experiences; the program should not depend on the 
offering of “enrichment” experiences and information. The disadvantaged 
child's deprivation syndrome is not due to lack of stimuli but mainly to a 
lack of direction and guidance in organizing stimuli and realizing theit 
significance. In a large family and in a crowded, hectic slum area, there 
obviously are unaccounted events and experiences that might offer an 
unlimited potential for emotional and intellectual enrichment. Usually, 
however, there is nobody to show the child how to look perceptively at 
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what goes on around him, to distinguish, observe, generalize, realize the 
connections between things and events, define them and the like. In an 
advantaged home, by contrast, a constant effort is made from early 
infancy to develop the child’s perception, hissystematic causative thoughts 
and his capacity for generalization and conceptualization, as well as to 
improve his linguistic ability and to relate significantly to environmental 
stimuli and personal experiences. The programs offered to disadvantaged 
children should therefore not be the usual “enrichment” programs since 
these are designed to expand the child’s experience and supply additional 
stimuli; these only add new impacts to those that have not yet been 
properly digested. Rather, the program should be directed toward deepe- 
ning the effect of the existing stimuli by organizing the information 
the child has already acquired, helping him to interpret it. Of course, 
disadvantaged children also need new information, but, as far as possible, 
use should first be made of their existing knowledge and experience, pro- 
viding the supplementary insight to enable them to see whole rather than 
piecemeal, to realize continuities, divisions and modes of reassembly, 
and to introduce method into their thinking. Thus the main emphasis 
should not be placed on increasing their vocabulary or supplying 
them with additional pieces of information, but on the systematic ac- 
quisition of concepts and on the development of their understanding of 
structural characteristics. The subject matter should be compiled and pre: 
sented in such a way as to illustrate, and help them manipulate, the hier- 
archic ramifications and interrelations within different frames of reference, 
according to the scientific-disciplinary structure of the different subjects. 
In addition to systematically training the children to perceive the sys- 
tem and method in every field of knowledge, they should be taught to 
understand the relativity of all generalizations — that they refer to a given 
range of situations only, and that there may always be an exception. 
This is essential in order to develop their intellectual and social flex- 
ibility, and to prevent them from forming rigid thought patterns. 

This approach is particularly indicated in the field of language, for 
linguistic deprivation has been found to be a qualitative question of usage 
rather than of the amount of talk or the size of the vocabulary. The kin- 
dergarten should not encourage the children to gabble, but should in- 
sist on a logical, disciplined way of expression directly related to the 
subject matter. Verbal planning and control, question and answers, 
socio-dramatic play, all are occasions for improving the children’s mode 
of expression, and teaching them to stick to the subject without undue 
verbosity. Other activities may be specially designed for this purpose, 
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such as the retelling of stories in the children’s own words, answering 
questions relating to a story, describing pictures, and the like. 

— The program need not correspond to the natural stages of development and 
norms of non-disadvantaged children. Although much has been said and 
written about the need to delay instruction and teaching in any given 
field until the child is mature enough to be ready for it, this does not seem 
to apply to disadvantaged children. Here, if one waits until the child is 
ready, one may lose precious time that might be used to make up for past 
deprivation and may, in some field, miss the opportunity altogether. In 
an advantaged home there is little waiting until the child is ready; on the 
contrary, there is a constant tension to improve. The child is offered models 
for imitation, given encouragement to engage in various activities, shown 
and told how to improve his behaviour. He is thus enabled to make use 
of his potential as early as possible. The disadvantaged child, when he 
comes to preschool, has a wealth of experience; his potential repertoire is 
much greater than he is able to discover and utilize. When given the pro- 
per help, heis enabled to pass swiftly from one stage to the next, sometimes 
even skipping some stages until he is properly oriented and able to make 
full use of his potential. Of course much caution must be exercised in 
order not to make demands upon the child that he is unable to fulfil. 
The teacher must treat each child individually and try to bring him up to 
the maximum he is able to attain. It is by no means enough to wait 
until he progresses ploddingly from one stage to the next or until he 
matures on his own. 

It must further be considered that although the disadvantaged child 

may be behind in certain areas he is not a little inexperienced baby. It 
is a fair assumption that despite his deprivation, his chronological age 
and experience should enable him to cover various stages in his develop- 
ment at a much faster rate than might be expected from his initial stage of 
development alone. 
— Disadvantaged children should be trained to plan their actions in advance. 
Planning is the intellectual act of looking ahead over a varying range of 
time. It implies abstract thinking about the relationship between matters 
that cannot be concretized, and evaluating the future consequences of 
alternative courses of action. It is the basis of disciplinary learning and 
is essential in order to develop a sense of time. It underlays the ability to 
restrain one’s impulses, to engage in regular activity, to check on one’s 
actions, and generally to proceed in an orderly fashion. 

The planning ability of disadvantaged children is severely impaired. 

They have been used to living without a regular schedule ; their days 
have not been planned. They have been required to obey their elder's 
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instructions on demand and without questioning, and have generally 
been habituated to a behaviour pattern of impulsive rather than of 
thought-out activity. 

Much attention must therefore be paid to developing the planning 
ability of these children. There is a variety of means and techniques 
by which this can be done. A child may be asked to describe verbally 
what he intends to do and how he intends to do it, at first in general terms 
and then in increasing detail. The range of planning may be gradually 
increased by his being at first required to tell only in general outline 
what his intentions are and then to describe what he intends to do today, 
tomorrow, the next week, and so on. This kind of advance planning may 
be extended to creative activities, play and formal teaching. Some child- 
ren who may not be ready for it may be helped by the teacher with lea- 
ding questions and, if necessary, with outright suggestions.22) 

— It is necessary to develop the child's ability for selferiticism and his willing- 
ness to accept criticism from others. To be willing to take criticism and to 
criticize others is a form of social interaction involving both an emotional 
and an intellectual effort. Both self-confidence and autonomy - the abili- 
ty to distinguish between the personal ego and certain acts relating to it — 
are required. In their homes, disadvantaged children are not allowed to 
criticize the actions of their elders; they, too, receive no objective cri- 
ticism in relation to acts and consequences; the criticism they get is usually 
personal, taking the form of name-calling; the child is told he is stupid, 
bad, lazy, indecent. In cultured homes adults relate to the child’s acti- 
vity or to what he has produced. He is praised or criticized, and told 
what he could have done better. The positive sides are stressed and the 
negative sides are pointed out, but not without going into their causes. 

Here the kindergarten teacher must act with considerable circum- 
spection. The child may easily resent her well-meant objective criticism 
and misinterpret it as relating to him personally or even as punishment. 
She, therefore, must consistently illustrate the difference between ob- 
jective criticism and personal negation. The child ought to learn that 
pointing out a person’s mistake does not mean that the person, as such, 
has been faulted. He must learn that there are several degrees of quality, 
and that through criticism and persistent effort for change, products and 
achievements can be improved, and the number of mistakes reduced. 
Once a child learns to pass objective criticism on what he and others have 
done, he will no longer try to reject his own defective products but, 
rather, will try to observe, to compare, and to take note of possibilities for 
improvement; as he learns to improve his work and his products, he will 
begin to enjoy each stage of his own progress. 
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Criticism should be directed not only to products of creative activity 
but should gradually be extended to all forms of behaviour: The degree of 
attentiveness and persistence, the quality of playing, the degree of pro- 
gress in the use of didactic instruments, the standard of a story told, the 
degree of collaboration with a classmate, and the like. What must be 
avoided, of course, is that criticism should become a form of mutual 
nagging or a masochistic outlet. This can be done by choosing suitable 
objects for criticism which bear some signs of achievement and success, 
so that the child may learn that these, too, are relative and may adopt 
suitable models for learning by way of imitation. 

— Didactic media are of major importance in teaching a child to perform a task 
consciously and according to a definite principle. What we are interested in 
is that the child should learn to act on a cognitive basis and not at random 
or by trial and error. If the didactic media have their problem-solving 
element only at the level of motoric-figurative activities, disadvantaged 
children tend to stay at this inferior level without advancing to the stage 
of systematic thought, self-discovery and conceptualization. Thus, 
when the parts of a jig-saw puzzle can be fitted by shape alone, without 
looking at the model picture, the child is tempted to persist at this first 
figurative-motoric level. Didactic media are needed which teach the child 
cognitive thought and gradually enable him to enjoy such intellectual 
activity, deriving pleasure from meeting the challenges it presents. 

In making use of such media the teacher must define their require- 
ments, plan the performance of the task together with the child, and, in 
some cases, go as far as to give exact instructions and demonstrate the 
procedure. She must further reinforce the child’s sense of achievement and 
gradually raise his expectations of the results of his further endeavours. In 
this way the child is made to feel that he is making progress. His self- 
confidence is strengthened and he is ready to meet further challenges of 
this kind. 

— The program should be based on the assumption that home and kindergarten 
differ in their roles and their modes of operation, the demands they make 
and the rewards they offer to the child. At the same time, these separate social 
settings can and should, through mutual understanding, collaborate in the 
child’s advancement. Longitudinal studies and experiments have shown 
that disadvantaged children are able to function satisfactorily in the two 
separate and distinct settings of home and kindergarten, provided they 
have a clear and comprehensible image of the kindergarten, and their 
homes support their efforts to adjust to the kindergarten’s demands. 
For the first of these conditions to be fulfilled, the child must be made to 
realize the significance of the kindergarten and, from the very first, know 
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and understand its expectations. He must be shown how to meet the 
expectations of the kindergarten, how to come up to its demands and 
then be rewarded in a meaningful way when he tries and succeeds in 
meeting expectations. To solicit the support of the home for the work the 
kindergarten is doing, the teacher must first accept the home as such, 

The teacher must adopt a posititive attitude toward the home and try to 
understand its cultural patterns so as to help the parents in their parental 
function in relation to the kindergarten. Furthermore, she should not 
try to change their behaviour in any way that is contrary to their values 
or in any matter not directly connected with the child’s adjustment to the 
kindergarten program; she must avoid any attempt to undermine the 
parents’ prestige in the eyes of their children. She must try to find a 
basis for cooperation on matters of common interest and responsibility, 
concentrating on those aspects which are essential for the child’s progress 
and adjustment first in kindergarten and later in school. 

Experience has shown that most parents, even among the under- 
privileged classes, have by now come to appreciate the value of education 
and are interested in cooperating with the kindergarten and the school. 
In order to be able to persist in this effort, they must be made to under- 
stand exactly what is required of them in order to help their children as 
much as possible. Three experiments that were conducted in different 
kindergartens at different periods, and by different methods, have in- 
dicated that the vast majority of parents are prepared to cooperate, not 
only by giving emotional support to their children in their efforts at 
adjustment but also by actively assisting the children in their develop- 
ment and instruction?3). In the first experiment, the researcher visited 
the parents at their home, taught them various didactic games and sug- 
gested various activities they should engage in at home to supplement the 
kindergarten program aimed at developing their children’s cognitive 
abilities. In the second experiment, the parents were invited to weekly 
meetings at the kindergarten where they were told that their children were 
being taught to read at an earlier age so that they might be ready 
to meet the necessary requirements in school. They were asked to learn 
the method by which this was done, and to supplement the kindergarten 
teaching by similar instruction at home. In the third experiment, the 
Parents were again invited for similar meetings at the kindergarten but 
this time they were asked to help not only in teaching their children to 
tead but also in developing their cognitive abilities. From all three 
experiments it could be concluded that parents from divergent ethnic 
communities, without or with little education, are prepared to undertake 
this extra responsibility of helping their children in spite of having to 
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take care of a big family, and being naturally overworked and careworn. 
It was moreover found that these efforts on their part significantly con- 
tributed to their children’s progress. The children’s achievements in the 
particular skill in which parental aid was forthcoming were higher than 
those of corresponding control groups of children following similar kinder- 
garten programs but receiving no help from their parents?4). 

The children need to be told about the difference in expectations be- | 
tween home and kindergarten right from the beginning. By no means 
should one wait till the child grasps the difference on his own. The tea- | 
cher should explain her expectations verbally and by way of illustration, 
and also give her reasons for them. The child must learn that the rules and 
demands of the kindergarten are not thoughtless but serve an educati ni 
and scholastic goal, or are dictated by physical or social conditions. The 
child ought to be able to see that, in contrast to his home environment, 
where there is an authoritative hierarchy and privileges are conferred 
according to function and age, conditions are different in the kinder- 
garten where everybody has the same rights and duties and the teacher 
applies one and the same principle to all of the children. It is only the 
teacher’s didactic method that is different for each child, according to 
the child’s particular interests and abilities. Especially in the scholastic 
field it is important for the children to get used to the fact that there are 
definite expectations of achievement but that not everybody is able to 
advance at the same rate. They should know that the teacher helps each 
child to attain the level he should be able to reach, according to his poten- 
tial. Everybody is required to put in a greater effort to be more atten- 
tive, to plan in advance, to hold their impulses in check, to improve their 
language or their performance with various media; but, in all these things, 
they are not all required to attain the same level. The teacher is, there- 
fore, advised to keep exact records and show each child where he stands 
and what she expects of him in the next stage. She should help each child 
in the performance of his tasks and the attainment of set achievement 
standards. Furthermore, all children should be rewarded for their success- 
ful performance, their willingness to concentrate, to plan and to persist, 
and for having attained the standard set at each successive stage. 
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BEDEUTUNG UND PROGRAMM EINER VORSCHULERZIEHUNG 
FÜR KULTURELL BENACHTEILIGTE KINDER 


von Saran und MosHE SMILANSKY, Tel Aviv 


Vorschulerziehung dient in erster Linie der Sozialisation in Hinblick auf die 
Werte und Erwartungen der Gesellschaft in einem bestimmten Entwicklungs- 
stadium. — In zehnjähriger Forschungs- und Versuchsarbeit haben die Verfasser 
verschiedene Vorschulprogramme fiir benachteiligte Kinder entwickelt. In dem 
vorliegenden Artikel stellen sie folgende Thesen zur Diskussion: (1) Hauptaufgabe 
der Vorschulerziehung ist es, die groBe Kluft zwischen dem Entwicklungsstand des 
benachteiligten Kindes und den Erwartungen der Schule zu verringern. Da der 
Anfangserfolg in der Schule von intellektuellen Fähigkeiten und wirksamen, Lern- 
gewohnheiten abhängt, muß die Vorschulerziehung vor allem diese, den Schul- 
erfolg unmittelbar bedingenden Bereiche fördern. (2) Eine gesamtschulartige 
(comprehensive) mehrjährige Vorschule mit heterogen zusammengesetzter Schüler- 
schaft und interdisziplinärem, in Teamarbeit geschultem Lehrpersonal istam besten 
geeignet, die Entwicklung der Leistungsmotivation des Kindes, seiner Begabungen 
und Fähigkeiten sowie seiner Information und seines Wissens angemessen zu 
fördern. (3) Da die Vorschule für diese Kinder grundlegende Förderung und 
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Schulung des Verhaltens und Wissens, der Interessen und Neigungen in den 
Bereichen der Sprache, der Gewohnheiten und Reaktionen, sowie des Umwelt- 
verhaltens zu leisten hat, muß sie anleitende und unkonventionelle Lehrmethoden 
entwickeln. (4) Die Wirksamkeit der Vorschullehrerin ist größer, wenn ihre Funk- 
tionen klar definiert sind und sie eine angemessene, systematische Ausbildung 
hinsichtlich der Lösung von Aufgaben, des Erreichens von Zielen und der Kontrolle 
von Fortschritten erhält. Sie muß fähig sein, sich selbst aktiv an der Entwicklungs- 
förderung der Kinder mit Hilfe verschiedener kreativer Verfahren wie Zeichnen, 
Modellieren, Stegreifspiele, rhythmische Spiele und Handarbeiten zu beteiligen. 
(5) Benachteiligte Kinder kénnen und sollten an Beschäftigungen teilnehmen, die 
Konzentration, planendes Verhalten, Ausdauer und intellektuelle Leistung er- 
fordern. Das Vorschulprogramm sollte vor allem die Fähigkeiten des Kindes und 
die Entwicklung von Begriffen fördern, die ihm helfen können, seine Persönlichkeit 
zu gestalten und seinen Erfahrungen Bedeutung zu verleihen — es soll nicht nur 
Bereicherung (enrichment) und Information bieten. (6) Das Vorschulzentrum sollte 
auch dafür sorgen, die Eltern anzuleiten, wie sie ihren Kindern helfen könnten, sich 
den sozialen Erwartungen entsprechend zu entwickeln. Dabei sollte das Programm 
aufeiner Trennung der Aufgaben von Familie und Schule, ihrer Methoden, An- 
forderungen und Belohnungen beruhen. Gleichzeitig können und sollten jedoch 
beide in gegenseitigem Einvernehmen bei der Förderung der Kinder zusammen- 
arbeiten. Versuche haben gezeigt, daß die Mehrzahl der Eltern zur Mitarbeit bereit 
ist, nicht nur durch moralische Unterstützung ihrer Kinder in ihren Anpassungs- 
bemühungen, sondern auch durch aktive Hilfe für ihr Fortkommen und ihre 
Unterweisung. 


ROLE ET PROGRAMME D’UNE EDUCATION PRESCOLAIRE 
POUR ENFANTS CULTURELLEMENT DEFAVORISES 


par SaraH et MosHE SMILANSKY, Tel Aviv 


La fonction primordiale de l'éducation préscolaire est de servir d’agent de 
socialisation selon les valeurs et les exigences de la société à un stade donné 
de modernisation. Durant dix années de recherches et d’expérimentations, 
les auteurs ont élaboré différents programmes qui ont pour but d’adapter 
l'éducation préscolaire aux besoins des enfants de milieux défavorisés. Dans cet 
article, ils formulent les propositions suivantes: (1) La principale tache de l'édu- 
cation préscolaire est de réduire le grand décalage entre l'état de développement 
de l'enfant défavorisé et ce qu'on attend de lui à l’école. Etant donné que les 
premiers succès à l'école dépendent de ses aptitudes cognitives et de ses habitudes 
réelles d'apprentissage, l'éducation préscolaire doit accorder la priorité au dé- 
veloppement de ces aspects qui sont liés directement aux réussites scolaires. (2) Un 
établissement préscolaire polyvalent (comprehensive) à plusieurs niveaux et à 
population hétérogène, dirigé par un personnel interdisciplinaire formé pour un 
travail en équipe, est le mieux à même de favoriser l’acquisition et “Pinternali- 
sation” d'une motivation axée sur la réussite, le développement des capacités et 
aptitudes, et l'acquisition des connaissances et informations appropriées. (3) Puis- 
que l'éducation préscolaire pour ces enfants doit accomplir le travail d'une 
réhabilitation totale et d'un redressement des attitudes, connaissances, intéréts 
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et tendances — dans les domaines de la langue, du comportement et des réactions, 
de l'interprétation du milieu etc., il faut développer une forme directrice et non 
conventionnelle. L'efficacité d’une enseignante dans un établissement préscolaire 
est plus grande lorsque ses fonctions sont déterminées et lorsqu'elle reçoit une 
formation adéquate et systématique dans l’accomplissement de ses tâches, la 
réalisation des buts et l'évaluation des progrès. Elle doit être activement associée 
à la stimulation des progrès et y participer directement par différents moyens 
comprenant des activités créatrices telles que le dessin, le modelage, les jeux 
socio-dramatiques, les jeux rythmiques et le travail manuel. (5) Les enfants 
défavorisés peuvent et devraient prendre part à des activités qui exigent de la 
concentration, de l’organisation, de la persévérance et un effort intellectuel. Le 
programme devrait mettre l’accent sur le développement des aptitudes de l’enfant 
et l'acquisition de concepts qui peuvent l'aider à développer sa personnalité et à 
valoriser ses expériences, et non se limiter seulement à lui offrir un “enrichissemen b 
et des informations. (6) Le centre préscolaire devrait prendre la responsabilité de 
montrer aux parents comment aider leurs enfants à se développer en harmonie avec 
les normes sociales. Le programme devrait se baser sur Vhypothése selon laquelle 
les rôles de la maison et de l'école sont différents, de méme que leur façon d'opérer, 
les exigences qu'ils imposent à l'enfant et les récompenses qu'ils lui offrent. En 
même temps, ces entités sociales distinctes peuvent et devraient — par la com- 
préhension réciproque — coopérer au développement de l'enfant. Les expériences 
ont montré que la majorité des parents sont préts à coopérer, non seulement en 
appuyant moralement leurs enfants dans leurs efforts d'adaptation, mais aussi en 
les aidant activement dans leur développement et dans leurs études. 


THE DEVELOPMENT OF CLASSIFICATION SKILLS 
IN THE PRESCHOOL CHILD 


by PATRICIA P. OLMSTED, CAROLYN V. PARKS, 
ANNETTE RICKEL, Detroit 


Introduction 

There is general agreement among cognitive theorists as to the desired 
goals of the process of cognitive development. Three of the primary 
end products of this process are thought to be the ability to think ab- 
stractly, reason inductively and deductively, and adapt to new situations. 
All of these abilities require skill in the use of concepts and symbols. 
One of the essential elements in attaining concepts is the ability to see 
commonalities among diverse stimuli, e.g. classification behavior. 

This behavior is discussed explicitly in the writings of Jean Piaget!) 
and may be defined as the grouping of instances on the basis of one or 
more observable or inferred characteristics. Classification behavior, like 
all areas of cognitive development, is viewed as being comprised of a 
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series of successive stages, with skills developing in each stage being built 
upon those of previous stages. 

Piaget sees cognitive growth not as moving forward in a straight line, 
but in a helix. Bits of information are not simply added but are integrated 
into the existing system which is then changed as a result of the new 
information. The individual has certain “cognitive structures” which 
mature through interaction with the environment and are only quali- 
tatively different at different developmental levels. For example, the 
child will be able to perform an operation on objects mentally that he 
could at one time do only if the objects were present. 

Piaget describes four major periods of cognitive development: sen- 
sorimotor period (birth to two years of age), preoperational period (two 
to seven years of age), the period of concrete operations (seven to eleven 
years of age), and the period of formal operations (eleven to fifteen years 
of age). For a more complete description of the stages the reader is re- 
ferred to Piaget?), Flavell), and Hunt‘). 

The developmental sequence of classification behavior begins in the 
sensorimotor period. During this period the infant attains basic know- 
ledge necessary for ordering his world. That is, the child differentiates 
himself from the environment, begins to localize himself in time and 
space and identifies the permanence and materiality of objects®). 

During the preoperational period classification behavior is exhibited 
in increasingly complex ways beginning with two objects being grouped 
on the basis of one attribute. As the period progresses, both the number of 
objects grouped and the number of characteristics used increases. The 
child also moves from sorting on observable attributes to grouping on the 
basis of unseen or inferred characteristics. For other discussions of the 
course of classification behavior see Annett®); Bruner, Olver and Green- 
field?) ; Inhelder and Piaget?) ` Sigel). 

Since all objects and events are multi-dimensional, each can be de- 
fined as a member of several classes. The simplest object, such as a ball, 
can be classified or grouped on the basis of its color, shape, function, 
material, etc. Each of these attributes can be used for defining class 
membership and for relating this particular object to other objects. This 
act of building classes is what is meant by the term classification behavior. 

Since every object or event is multi-dimensional, the individual has 4 
choice of criteria for classification. While individual differences have 
been found in criteria selection for grouping arrays, it is important to 
understand that these choices are preferences!0). When a child groups 
objects on the basis of color, it does not necessarily mean that he cannot 
form groups using other attributes. Instead, it means that of all of the 
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criteria available, he prefers to group by color. These preferences have 
been examined in relation to perceptual learning, intellectual, per- 
sonality and social-economic variablest!). 

“Style of categorization” or “mode of classification” are used to refer 
to the individual’s preference for particular bases for grouping. Basically, 
three modes of categorization have been identified: descriptive, relational- 
contextual, and categorical-inferential. Descriptive groupings are those 
where observable cues are used as the basis of classification, e.g. color, 
form, and material. The second major style of categorization, relational- 
contextual, refers to groupings made either because of interdependence of 
the items, such as, “you stir in a cup with a spoon," or because the items 
selected belong to the same person or locale, e.g. “the cup and spoon go 
in the kitchen.” Categorical-inferential responses are those where items 
are grouped on the basis of inferred characteristics or commonalities. 
Example of this type of response are “toys”, “animals”, etc. 

Classification skills are necessary for adaptation to the environmental 
diversity present in the world. It would be literally impossible to deal 
with each object and event we encounter as though it were unique. In- 
stead, items are grouped into categories, and cognitive, affective or social 
responses develop in conjunction with these categories. For example, the 
category “adult” calls forth a class of behaviors from children different 
than the category “children.” 

Although classification behavior occurs in all human societies, the 
criteria employed for building classes are a function of cultural conven- 
tion. For example, pork is a nonedible for Orthodox Jews and Moslems, 
but an edible for Christians. Another illustration of diversity would be 
the category “family” whose composition varies from culture to culture. 

The development of classification skills has been studied primarily 
in societies where topics such as reading, science, mathematics and 
social science are basic areas of the educational program™). 

This is not to say that classification behavior is not important in other 
societies, but that it is more easily studied within such an educational 
system. The remainder of this paper will deal with the practical appli- 
cations of classification behavior as it is derived from the theoretical 
framework presented above. 


Report of Research 

The research on classification skills to be reported here was carried out 
with lower-class Negro kindergarten children. These children, when com- 
pared to middle-class children of the same age, are more likely to exhibit 
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deficits in cognitive development, language development, fine motor 
coordination, time concepts, self-concept and motivation). 

In two earlier studies, lower-class Negro children were found to have 
more difficulty organizing familiar three-dimensional objects into 
rational groupings than middle-class children of comparable agel4). 
Also, those lower-class children who could classify objects were more 
limited in the kinds of criteria employed to form groupings. 

Since classification skills are basic to many of the subject matter areas in 
school, early intervention seems to be a necessity in the educational 
experience of these lower-class children. A review of educational research 
literature reveals a relative paucity of systematic procedures aimed at 
intervention to explicitly facilitate classification skills. Consequently, a 
study was undertaken by Irving Sigel and Patricia Olmsted to develop 
and test the effectiveness of a systematic training program to enhance 
classification skills in lower-class Negro kindergarten children. The three 
major goals of the study were: (1) to enhance grouping skills, (2) to in- 
crease the child's facility to communicate the bases of these classifications, 
and (3) to increase the variety of criteria used for groupings. 

Classification behavior was measured by the Object-Picture Cate- 
gorization Test, a sorting task made up of two parts, an Object Test 
(OCT) and a Picture Test (PCT).15) Twelve familiar, three-dimensional, 
life-sized objects are used in the OCT, e.g. ball, spoon, pencil, etc. For the 
PCT life-sized color pictures of these items are used. 

Identical procedures are used for the two tests with each test having 
an Active and Passive Condition. The Active Condition requires the child 
to select from an array all items he judges as similar to the stimulus 
item selected by the experimenter and provide a reason for his grouping. 
The Passive Condition requires the child to provide bases of similarity 
for arrays of objects made by the experimenter. 

The responses are scored so as to obtain three types of information; 
ability to group, quality of verbalization, and basis employed in grouping. 
The first two skills can be assessed in both the Active and Passive Condi- 
tions, while the last skill can be measured most effectively in the Passive 
section. 

The classification training was carried out with small groups of child- 
ren (4-6) for 15-20 minutes per day for twenty days. The classroom 
teachers, who helped develop the teaching guide, conducted the training. 
Familiar objects, instances of various classes, such as clothing, musical 
instruments, and containers, were used for training. The teacher intro- 
duced each object and encouraged the children to talk about the object by 
open-ended questions, such as, “Tell me about this,” or “What else could 
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you say about this.” All responses were accepted. When blatantly wrong 
responses were given, e.g. Wrong color, the teacher would ask a second 
child if he agreed with the answer given by the first child. However, 
this verification procedure was also used when a correct answer had been 
given by the first child. This required the children to listen carefully 
and consider the correctness of each response given. Grammatical errors 
were never corrected by the teacher as we were more interested in what the 
child was saying that in how he was saying it. Instead the teacher would 
often repeat a statement made by a child using correct grammar. Besides 
labeling and discussion of the attributes of objects, classification training 
included grouping of items on various criteria. This latter activity in- 
cluded both classification on one attribute and on two attributes simul- 
taneously. The teacher also took special care to include groupings of 
objects across classes, for example, musical instruments and clothing 
because they are the same color. 

To ensure that the children formed a total concept of the object, 
motor as well as linguistic activities were used. Sometimes each child 
was given the opportunity to act on or with the object being discussed. At 
other times pantomime of the actions was used. Games were also devised 
which stressed the motor functions of the objects. i 

All training sessions were tape-recorded. This allowed us to follow 
the progress of each teacher and to ensure as much comparability between 
teachers as possible. The following is a transcription of one of the training 
sessions and is presented as an illustration of the questions asked by the 
teacher and typical responses given by the children. This particular 
session concerns the attributes of a quarter, an American coin with a 
picture of George Washington on it. 


Teacher: What do you see here, Janice? 
Child: Money. 
Teacher: Some money. Quentin, what do you want to tell about it? 
Child: It’s pink. 
Teacher: Um. Let’s let Dietrich tell. 
Child: It’s a nickel, no, a quarter. 
Teacher: It’s a quarter. Good for you! 
Child: And it’s gray. 
ae What, honey? 
id: It's gray and white. 
Teacher: Oh, pare trying to tell about the color. Maybe if we figure out what 
it's made of, then you will know what color itis. 
Child: Metal. 
Teacher: It's metal. All right, and what color is metal? 
Children: (All speaking at once) . . . White . ..Green . - .Red 
Teacher: Do you want me to tell you? 
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Child: Yes. 

Teacher: It’s silver... it’s silver-colored. You could even say that it is metal- 
colored. ...And what does it have on there, Janice? 

Child: Aman. 

Teacher: Allright, Quentin sees a man. 

Child: With curly hair. 

Teacher: With curly hair in the back. 

Child: And it has a round shape. 

Teacher: Good for you, you remembered it has a round shape! And what else do 
you want to tell about it? 

No response. 

Teacher: Where do you find it? 

Child: In your purse. 

Teacher: In your purse. And where else? 

Child: You makeit, 

Teacher: What do you mean, you make it? 

Child: You work. 

Teacher: Oh, you work and you make money. That's right. ... Where else do you 
put money besides in your purse ? 

Child: In church. 

Teacher: Quentin says you take money to church. 

Child: Under your mattress. 

Teacher: Dietrich says you put money under your mattress. Okay, can you think 

' of another place? 

Child: And you put money in another purse and then you put the purse in a big 
purse. 

Teacher: Oh, yes, I know what you mean. In a little purse and then you put the 
little purse in a big purse. And what else? Where do boys sometimes put 
it when they go to the store? 

Child: Inthe pocket. 

Teacher: You put it in your pocket. And what else, Dietrich ? 

Child: You get it at the store, too. 

Teacher: And you sometimes get change at the store too. 


Classification training was given to a total of 33 children while 39 
children were members of contrast or control groups, e.g. verbal inter- 
action, role playing, and no added experience. The results indicated that 
classification training did significantly enhance the child’s ability to 
group items, improve the quality of his verbal responses, and increase 
the variety of criteria used for classification. No significant changes in 
these classificatory skills were found in any of the other groups. Since 
both the materials and activities used in the testing differed from those 
employed in training, this increase in classification skills served to de- 
monstrate that the children could apply their newly acquired knowledge 
to a formal test situation attesting to their ability to generalize. These 
significant changes for the groups receiving classification training were 
ound on both the Active and Passive conditions of the Classification test. 
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This latter finding is important since an increase in variety of styles of 
categorization reflects an increasing ability to employ alternatives. 

The long-term effects of the classification training were assessed by 
retesting the children one year later!). On the Object-Picture Categori- 
zation Test only small differences were found between the children who 
received classification training and those who did not. However, all 
children were performing very well on the test which suggested that the 
test was not sufficiently discriminating between the two groups. It was, 
therefore, decided to introduce a more difficult task, the Multiple Cate- 
gorization Test. In this task the child is presented with twelve pre-arran- 
ged groupings of two or three objects. On the first six presentations the 
child is asked to give two reasons why the items may have been grouped. 
Three responses are requested for the remaining six sets. A significant 
difference was found on this test between the subjects receiving classifi- 
cation training and those who did not. The children who were trained 
could, upon request, provide more alternative bases of grouping than the 
other children. Therefore, training did have a lasting effect, at least as far 
as facilitating a more flexible approach to classification. 

Classification training procedures were also used with middle-class 
five-year-olds and gifted four-year-olds!”). In both studies significant 
changes in cognitive skills were found as a result of the training. 


Curriculum Implications 

The knowledge that preschool children from differing backgrounds are 
capable of producing groupings such as those described previously can be 
an important diagnostic tool to the teacher of young children. By using 
simple tasks like those described in the previous section, the teacher 
can assess the cognitive status of the children in her group. This assess- 
ment will enable her to plan the curriculum so that children can acquire 
the skills necessary for classification as well as increase the diversity of 
criteria for their classifications. di 

According to Piaget, the most important skills in acquiring the ability 
to group are the attainment of the concept of the permanence of objects 
as well as the ability to label objects and describe their attributes. Pre- 
school children are not totally lacking in these skills since activities which 
develop such abilities are occurring daily in the lives of young children 
both in the home and school. While the teacher can assume that all normal 
children of preschool age have learned that objects have permanence, 


she must also expect children to differ in their ability to group as well as 


their preferred mode of grouping. Some children may be limited in their 
r sufficient knowledge of the 


ability to group because they lack labels o 
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attributes of objects; others may be able to group on one or more bases 
but unable to communicate the rationales for their groupings, and still 
others may be able to group on one or more bases and articulate reasons 
for the groupings. 

After diagnosing the different levels of ability in the group, the teacher 
is faced with many tasks. Children who lack labels must be taught labels. 
Children who can not talk about the attributes of objects must be given 
time to manipulate objects as well as discuss salient attributes. Child- 
ren who are capable of grouping but can not verbalize their reasons mus 
be given encouragement and opportunities to talk about their rationales.’ 
Children who are capable of grouping only on one basis must be guided 
into an awareness of the many bases available for classification. 

To accomplish these tasks, the teacher can alter the preschool cur- 
riculum in two ways: (1) Classification activities can become an integral 
part of the curriculum without substantially altering schedule, materials, 
or activities. (2) Alterations can be made in the program to include 
special activities to help children identify and describe real objects and 
to learn a diversity of bases for classification. 

Classification activities can be introduced into the ongoing curriculum 
in the following ways: language used by the teacher, equipment and 
physical set-up of the room, and focus of activities. 

Language used by the teacher. The teacher can employ language in the pre- 
school which focuses upon naming the attributes of objects, both the 
functional and observable characteristics. Examples are: “The block is 
round,” “The block is made out of wood,” “The dish is yellow,” “The tri- 
cycle has wheels,” “You can drink out of a cup,” or “You can rock in a 


| 


rocking chair.” By using specific language in the classroom the teacher ` 


can help provide the child with words he will need to understand the 
properties of an object. 

Once the child has labels for objects as well as an understanding of 
their attributes, the teacher can use language to elicit classification. The 


teacher can expand an activity that the child has started by asking . 
questions to develop different modes of classification. For example, to” 


develop descriptive groupings, the teacher might enter block play, 
pick up a block and say to the child, “Is your block the same as this 


block?” or “Can you find another block like this one?” Another area | 


which presents numerous possibilities for helping children develop con- 


cepts about classification is the housekeeping area. To develop cate- 
gorical groupings, the teacher could say, “Find all of the hats,” “Bring 
me all of the cups,” op “Find all of the high-heeled shoes." Likewise 
during art activities relational classification concepts can be developed by 
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saying, “What can you do with paste?” “What do you paint with?” and 
“What can you do with scissors?” By expanding the spontaneous activi- 
ties of the children, the teacher can ask questions which help develop the 
concept of classification in the children. 

Equipment and physical set-up of the room. The equipment and physical 
Set-up of a preschool room helps to provide a valuable environment for 
the child to acquire the skills necessary for classification. Equipment 
| can be chosen which can be used in classifying objects, such as blocks 

“bf various shapes and sizes. Models of different cars, a set of carpentry 
tools, various types of trucks, a set of dishes, all provide opportunities 
for classification. For example, a Volkswagen, an English Ford, and a 
Chrysler are all different makes of cars and having such equipment in the 
classroom helps children to understand that although there are diffe- 
rences, they all fit into the class of car. 

The physical set-up of a room can be arranged so that each area has a 
name, e.g. the block corner, the housekeeping area, the art table. Naming 
each area helps the child to understand that certain behaviors are more 
appropriate in specific areas. Within each locale, items can be stored 
together according to function. For instance, in the housekeeping corner 
a pegboard can be designed with outlines of the various cooking utensils 
which will help the children to understand that all of these items are 
used for cooking. Block storage also gives children a chance to practice 
classification. Outlines of the shapes of blocks can be made on the shelves 
and when the children replace the plocks they will be guided by the out- 
lines to put the various shaped blocks in their proper place. All of the 
musical instruments could be stored in an instrument box. A red box 
could be designated to hold the train set and a green box could be provided 
tor storing the model cars. There are many more examples of how the 
physical set-up of the room can be designed to help children develop 
concepts about classification and it is hoped that the above suggestions 
| will give the reader a basis from which to work. 

Focus of activities. There are many typical preschool activities that the 
teacher can use to give children an opportunity to develop skills and 
concepts necessary to classification. The clean-up period presents an 
excellent opportunity for the teacher to guide children in understanding 
that each object belongs in a particular place in the room. For example, 
when cleaning up the housekeeping area, the teacher can help children 
put each object in its proper place by saying, “The dishes belong in the 
cupboard,” “The dresses are hung on hooks,” “The food belongs in the 
refrigerator,” and “The doll clothes are put if the drawers.” Putting 


away art materials also provides valuable experience in classifying. For 
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instance, all of the scissors could be put in a box and all of the brushes 
stored in another container. 

Activities involving classification can also be introduced around lunch 
time. Through discussion, the teacher can help the children understand 
concepts such as “fruit,” “raw,” “dishes,” etc. These discussions should 
be a natural outgrowth of mealtime conversation. With the activities 
described as a point of reference, the teacher can begin to look at her pro- 
grams for ways in which she can focus on attributes of objects and elicit 
classification responses. 

Alterations in curriculum can be made in a more systematic manner by 
including in the day a period for teacher-directed games which focus on 
the identification and description of real objects as well as the diversity 
of criteria available for classification. 

It does not seem advisable to spell out all possible games for the teacher, 
but rather, to present some general guidelines for these games and to 
present a few examples to stimulate her thinking and planning for the 
classroom. It seems important to note that these games should involve 
small groups of children since discussion is basic to the types of learn- 
ings which are occurring. It is also imperative that the teacher establish 
definite names and procedures for the games. A sameness in format is 
needed so that children have the security of knowing how the games are 
played and what they are expected to do. Games should also be developed 
which can be altered in content when the teacher wishes to help children 
explore other properties or characteristics of objects. 


Games which Focus on Classification Skills 

Search and List Game. The teacher asks each child to secure some- 
thing from the room which fits into a particular category such as “red.” 
The teacher and the children then discuss the attributes and functions of 
each object, thus helping children learn that “red” can be a characteris- 
tic of many different things. The teacher then makes a list of the objects, 
pointing to each object as she writes the word. This listing may help 
children understand that there is a relationship between the symbol (a 
word) and the object. After the children understand how to play this game 
the teacher can use it as a vehicle for discussing other color concepts as 
well as exploring other properties of objects. The latter is accomplished 
simply by asking children to look for objects which have different pro- 
perties or functions. A more complex version of this game requires the 
children to search for items on the basis of a combination of attributes 
such as “round and wooden” or “red and square.” 

Bag Game. This game has several variations designed to help children 
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learn the attributes of objects. The teacher places several objects inside 
a bag or pillow case and asks each child to identify the objects by feel- 
ing them either in or through the bag. After all the children have guessed 
the contents of the bag, the items are removed and discussed. This game 
can focus on categorical groupings by including several objects belonging 
to one class. 

In another variation of the game the teacher places several objects 
inside the bag. This time she shows the objects to the children and dis- 
cusses the salient attributes and functions of each item. After all the 
items have been discussed and returned to the bag, one child selects an 
article and places it out of sight. The other children ask this child ques- 
tions relating to the attributes until they are able to guess the identity 
of the object. 

Teacher Is Wrong Game. In this game the teacher presents an object 
and gives its attributes. For every attribute that is correct, the child- 
ren respond with “yes.” When the teacher gives an incorrect attribute, 
the children shout, “No, teacher is wrong!” 

Same Game. This game involves the understanding and use of the basic 
classification term “same.” In an early version of this game, the teacher 
asks children to look for objects in the room which are identical (same in 
every way) either to an object or picture she presents. When children have 
mastered this activity, the teacher may ask them to seek objects in the 
room which are the same in only one way, e.g. form, color, function, etc. 
In all instances, the teacher asks children to explain the rationale for 
their choices. 

Tray Game. The teacher assembles several objects on a tray having 
similar attributes or functions and asks children to tell why the objects 
go together, in what ways they are alike, and in what ways they are dif- 
ferent from each other. 

Picture games. Using a large assortment of pictures, the 
them into broad categories such as animals, furniture, Fa 
etc. Each child is assigned a member of a selected category and is given 
appropriate pictures after they have been identified by the group. 
For example, one version of this game is the Animal Picture Game. 
Children are given such categories as cats, dogs, horses, cows, etc. Each 
child would take those pictures which fit into his category after the tea- 


cher has presented the picture and it has been identified by the group. 


Lotto games. Lotto games, either purchased or made, can easily be 
asks. Each player is given 


adapted for use in labeling or classification t 
a card containing several pictures which belong to a certain category. 


For example, a farm lotto may contain cards for the categories of tools, 


teacher places 
transportation, 
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farm animals, and farm machines. The teacher has individual cards 
which are identical to the pictures on the children’s cards. The indivi- 
dual cards are placed face down on the table. The teacher then turns 
over one card at a time and asks each child to carefully examine his card 
for the same picture. The child who has the picture receives the card from 
the teacher and places it over his picture. The teacher may use this game 
to discuss the functions, attributes, and class labels of the items pre- 
sented on the cards. Other topics which can be used for lotto games 
include food, furniture, animals and clothing. 

Listing Game. Another simple game, which requires mental imagery 
and some prior classification experience, is called the “listing” game. The 
teacher requests that the children think of an item belonging in a certain 
category such as food. After giving the children time to think, the tea- 
cher asks each child for his items. As the children present their choices, 
the teacher lists the items on a chalkboard or large piece of paper. The 
teacher then discusses with children how their selections fit into this 
particular category. 
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DIE ENTWICKLUNG VON KLASSIFIKATIONSFAHIGKEITEN 
IM VORSCHULKIND 


von PATRICIA P. OLMSTED, CAROLYN V. PARKS, ANNETTE RicKEL, Detroit 


Der Artikel behandelt die theoretischen Grundlagen des Klassifikationsverhaltens, 
Forschungsergebnisse und daraus resultierende Folgerungen für die Lean 
gestaltung. Die Klassifikationsfähigkeit wird ausfürhlich in den Schriften Jean 
Piagets behandelt und kann als die Gruppierung von Beispielen anhand von einem 
Oder mehreren beobachtbaren oder ableitbaren Merkmalen definiert werden. Das 
Hauptinteresse des Artikels gilt den Anfangsstadien der la bi 
und den dazu notwendigen Fertigkeiten. Die Entwicklung dieser Fähigkeit wir 
daher nur von der Kindheit bis in die Vorschuljahre verfolgt. Dies geschieht anhand 
einer empirischen Untersuchung, deren Ziel es war, die Klassifikationsfertigkeiten 
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von Unterschicht-Kindergartenkindern aus Negerfamilien zu steigern. Das Kénnen 
der Kinder wurde mit Hilfe des Object-Picture Categorization Test gemessen, der 
folgende drei Fertigkeiten bewertet: die Gruppierungsfahigkeit, die Fahigkeit, die 
Gruppierungsweisen und die verwandten Kriterien zu erläutern. Drei Klassifikations- 
weisen werden festgestellt und beschrieben. Im Anschluß daran wird ein systema- 
tisches Trainingsprogramm zur Förderung der Klassifikationsfähigkeiten diskutiert. 
Kinder, die dieses Programm durchlaufen hatten, zeigten im Vergleich zu Kindern 
der Kontrollgruppe eine signifikante Steigerung ihrer Klassifikationsfähigkeit. Ab- 
schließend werden Vorschläge zur Gestaltung des Lehrplans unter besonderer 
Berücksichtigung der Klassifikationsfähigkeiten gemacht. Dabei werden zunächst 
Maßnahmen behandelt, die den bestehenden Lehrplan nicht wesentlich verändern. 
Hierzu gehören die Sprache des Lehrers, Ausstattung und Ausgestaltung des 
Klassenraums und Betonung alltäglicher Tätigkeiten. Dann werden Beispiele für 
Spiele gegeben, die unter Anleitung des Lehrers durchzuführen sind. Diese Spiele 
sind speziell dazu bestimmt, Kindern zu helfen, grundlegende Klassifikations- 
fertigkeiten zu erlernen und anzuwenden. 


LE DEVELOPPEMENT DES APTITUDES DE CLASSIFICATION 
CHEZ L’ENFANT PRESCOLAIRE 


par PATRICIA P. OLMSTED, CAROLYN V. PARKS, ANNETTE RICKEL, Detroit 


Cet article trace le cadre théorique, les résultats de recherche et les implications 
qu'ont sur le programme d'étude les aptitudes à sélectionner. Cette aptitude est 
expliquée clairement dans les ouvrages de Jean Piaget et peut être définie comme 
étant le groupement des exemples recueillis sur la base d’une ou de plusieurs 
caractéristiques que l'on a pu observer ou dont on a pu faire des déductions. Cet 
article se concentre sur les premiéres phases de classification et sur la technique 
nécessaire. C’est pourquoi le développement de cette aptitude n’est consideré que 
de la première enfance jusqu’aux années préscolaires (de 2 à 7 ans). 

L'auteur présente une étude de recherche, dont le but consiste à développer les 
aptitudes de classification des enfants noirs de niveau social peu élevé, et se trouvant 
au jardin d’enfants. Ces aptitudes ont été mesurées au moyen du Object-Picture 
Categorization Test qui évalue trois aspects de cette aptitude: l'aptitude à grouper, 
la qualité des explications relatives aux groupements et les critères utilisés. L'auteur 
identifie et décrit trois modes de classification, et discute ensuite un programme 
systématique de formation qui a pour but d'améliorer les aptitudes à classifier. Les 
enfants qui ont reçu cette formation, accusent une plus grande habilité dans la 
classification que les enfants du groupe de contrôle. 

L'auteur présente enfin des suggestions relatives au programme d'étude pré- 
scolaire centrées sur cette aptitude de classification. Il discute tout d’abord les 
activités qui ne modifient pas essentiellement le contenu du programme d'étude 
actuel. Celles-ci comprennent la langue utilisée par l'enseignant, l'équipement et 
le mobilier de la classe, et le centre d'intérêt des activités quotidiennes. Viennent 
ensuite des exemples de jeux dirigés par l'enseignant et qui sont spécialement 

destinés à aider les enfants à apprendre et à mettre en pratique les aptitudes 
élémentaires de classification. 


TE 
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ACTUALITE DES PRINCIPES D'OVIDE DECROLY 
DANS LES PAYS DEVELOPPES OU EN DEVELOPPEMENT 


“C’est dans la préparation des jeunes à laquelle tout 
homme doit participer que se trouve le gage, le seul, 
d’un avenir où la justice et le droit dans le travail 
solidaire l'emporteront sur la force aveugle et l'ini- 


quité.” 
O. Decroly 1) 


Avant-propos 

Parler d'éducation, c'est d'abord parler du petit enfant, ce capital de base que 
chaque peuple possède, que chaque peuple peut et doit mettre en valeur. Et parler 
de l'éducation du petit enfant, c’est parler du domaine de prédilection du Dr. 
Decroly qui en comprenait l’exceptionnel intérêt, l'exceptionnelle importance pour 
l'individu, pour l'humanité, pour l'avenir. 

Nous devons spécialement aider l'enfant au début de son existence. Mais, sous 
prétexte de formation, il importe de ne pas inoculer les virus de nos déformations, de 
nos expériences malheureuses. 

Par ailleurs, pour l'éducation du jeune enfant, ne sommes-nous pas, à plus d'un 
point de vue, et sans paradoxe, nous, les pays "riches," des pays pauvres, plus 


pauvres que les pays “pauvres’’? Que représentent, par exemple, comme facteurs de 


développement pour les petits des grandes villes, les horizons de béton, de macadam, 
harrient, en des kaléidoscopes 


de tours, les tunnels, les courants vertigineux qui d 

hallucinants, des bruits, des vitesses, des éclairs entre lesquels ils parviennent à 

peine à saisir quelques bribes déchirées — déchirantes! — de nature? Par contre, des 

pays qui n'ont “rien” ne pourraient-ils constituer un terrain éducatif de choix? 

Parce qu'ils n'ont “rien”! Rien, sinon ces richesses millénaires, auxquelles Decroly 

attachait tant d'importance: 
**... les champs, les rivières, les bois. Qui osera encore mettre en doute que ce 


soit la nature changeante et variée qui doive servir de cadre à la leçon plutót 


que nos grandes villes, où lenfant ne peut Observer que des tranches de 
e intelligence, où il 


phénomènes et des processus trop compliqués pour sa jeun 


n'assiste pas assez au travail de l'homme, cette leçon de morale par excellence” ? 
En réalité, les pays en développement peuvent provoquer un renouvellement 
des parents neufs, et même — 


pédagogique. Des pays neufs, des enfants neufs, 

rai er gea neufs, cela peut être un merveilleux point de départ. 
L'ignorance, c'est quelque chose! “Le meilleur éducateur? — un ignorant enthou- 
siaste’’! disait, un jour, Claparède. “Enthousiaste”! Tout, peut-étre, est là! En tout 
cas, n'est-ce pas à l'ignorance que le petit enfant doit ses curiosités, ses intéréts, ses 
enthousiasmes, dans cette ère bénie où nous n'avons pas encore transformé son 


monde enchanté d'inconnu en un monde si désenchanté souvent — l'école! 


O. Decroly — son œuvre 


L'éducation pour Decroly se résu m sales 7 
pour l'enfant en fonction d’un objectif lointain, r humanité, l'avenir. GES 
Ovide Decroly naît à Renaix en Belgique, en juillet 1871. Docteur en médecine de 


l'Université de Gand, il arrive, par l'étude des maladies mentales, à la psychologie, à 


me en deux mots: penser et agir. Penser et agir 
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l'enfant, à l'éducation. Et ce point d'arrivée est le point de départ de son œuvre. Il 
comprend que l'éducation doit changer. Mais comprendre, pour lui, n'est pas assez. 
Comprendre, c'est agir. 

Pour étudier l'enfant, Decroly veut vivre avec lui. Nous sommes en 1901, Sa 
maison devient l'Institut pour enfants irréguliers, rue de la Vanne, à Bruxelles.?) 
Paul Langevin écrit à ce sujet: 

“Il (O. Decroly) a pleinement réalisé l'application de la méthode expérimentale 
à l'étude de la vie. C'est elle qui a permis la découverte de l'enfant, ce grand 
progrés de la pédagogie moderne auquel Decroly aura contribué plus que 
personne. La voie suivie par sa pensée apparait lumineuse aujourd'hui: éclairer 
le normal par l'anormal." 

Sur de jeunes cerveaux déficients, Decroly commence ses subtiles recherches, 
Devant l'enfant, sa science devient émotion et le savant redevient ce qu'il est aussi, 
l'artiste. C'est entre ces deux póles d'activité, l'art et la science, qu'il place l'éduca- 
tion qui, pour lui, procéde de l'un et de l'autre. 

Mais revenons à l'Institut. Trés vite, on vient de partout le visiter, écouter ce 
jeune médecin dont la pensée originale, la puissance de rayonnement éveillent dans 
le monde entier, malgré les grincements de la routine qui se sent en danger, l'intérêt, 
l'admiration d’esprits d'avant-garde à la recherche d'une formule de progrès en 
éducation. 

Devant les résultats de la “méthode” — mot que Decroly n’aime pas — les convain- 
cus ne cessent d’augmenter et, en 1907, à leur demande, il ouvre une école pour 
enfants normaux, rue de l'Ermitage, à Bruxelles,3) une petite école aux locaux de 
fortune, au matériel de rencontre, mais qu’un cerveau de génie dirige, en artiste, par 
les voies de la science. 

Dès lors, par des contacts directs avec les divers types de milieux éducatifs, par 
des consultations, cours, conférences, congrès, articles, livres, tests, films, grâce 
aussi à de nombreux déplacements en Belgique et à l'étranger, Decroly initie à ses 
idées créatrices qui, à travers la psychologie de l'enfant et l'éducation, embrassent de 
façon saisissante tout le probléme humain. Déjà, avant que l'expression ne soit 
consacrée, les pays en voie de développement sont intégrés dans sa pensée. 

Ilexplique: 

“Puisque l'éducateur doit être, pour le peuple, le guide intellectuel et moral, il 
doit étre constamment au courant du mouvement des idées. C'est à lui qu'il 
appartient de prendre aux savants et aux artistes, ce qu'ils ont découvert ou 
créé de beau, de grand et d'utile pour le mettre à la portée des hommes de 
demain," 

Avec énergie, il met en garde contre la critique, l'inertie, le scepticisme, la 
cristallisation des idées, ces ferments destructeurs: 

“C’est construire qu'il faut faire! L’étre vaut par ce qu’il fait, non par ce qu'il 
sait.” 

Combatif, il affirme: 

“L'erreur constante est de vouloir faire du définitif, de l'immuable. 
L'œuvre d'éducation plus que toute autre œuvre humaine doit étre souple, 
plastique, capable d'évolution. Il est absurde de vouloir préparer à la vie 
Sociale de demain avec des procédés qui convenaient à la société d'hier. L'ex- 
périence montre que le milieu physique et Social, que les besoins et les con- 
ditions de la vie changent: il faut, par conséquent, S'adapter à ces facteurs 
nouveaux." 
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Henri Wallon, professeur de psychologie au Collège de France, dira, à ce propos: 
“La pédagogie ne peut être quelque chose de figé. D’äge en âge et suivant les 
circonstances, il faut qu'elle se renouvelle, qu'elle se modifie, puisqu'elle doit 
étre fondée sur les rapports qui peuvent s'établir entre les réalités de chaque 
époque et chaque individu. C'est pour avoir reconnu cette relativité essentielle 
de la pédagogie, que Decroly lui a donné une fécondité illimitée.'" 

Comment traduire ces principes dans la réalité? La réponse de Decroly est simple: 
“Puisqu’il faut préparer l'enfant à la vie, il est d'une logique banale de l'initier 
à ce qu'est la vie.” 

— D'où la devise aujourd'hui célèbre de l'école Decroly: “Par la vie, pour la vie.” 


Quelques principes de Decroly 
“Il faut changer! Il faut lutter contre le verbalisme, la passivité de l'école tra- 
ditionnelle’’ affirme, non sans force, Decroly. Ne serait-ce plus exact aujourd'hui? 
Axé sur cette conviction, d’où partir? 
“L'enfant doit être pris tel qu'il est, puis préparé autant que faire se peut pour 
la vie. Nous adoptons une base biologique ou plutôt biopsychique. Il n'est pas 
possible, en effet, d'imaginer un être vivant dont la nature biologique n'influe 
point sur le côté mental; de plus, elle sera dynamique, c’est-à-dire que nous 
aurons à considérer l’enfant en activité, à tenir compte de ce qu’il est à chaque 
moment,” 
Cette base crée deux préalables: d'une part: “L'enfant n'est pas ce que l'on veut, 
il est ce qu'il peut”; d'autre part: “L'école doit s'adapter à l'enfant: la première 
tâche est de l’observer à tout Age, à tout moment.” Decroly demande que la vie 
entre dans l’école. Il demande surtout que l’école entre dans la vie. 
“Or la vie comporte deux séries d'activités, les activités qui concernent l'indivi- 
du et les activités qui concernent l'espèce. Nous prendrons donc comme point 
de départ deux grandes rubriques, les fonctions individuelles et les fonctions 
sociales.” $ 
La base biopsychique, soulignée dans le programme Decroly par “Jes besoins de 
l'enfant," introduit un principe fondamental: l'intérêt. À ; 
“Je tiens compte — dit Decroly — de l'élément affectif primordial, l'intérêt qui 
est le levier par excellence. C'est vers l'enfant que tout se dirige, c'est de l'enfant 
que tout rayonne et c'est là le fil d'Ariane qui permet à l'esprit de celui-ci de 
s'orienter, de se retrouver dans les dédales infinis des notions que les siècles ont 
accumulées.” 
Et il ajoute: N 
“L'intérêt se rattache à ce phénomène de la globalisation 4) qui se retrouve 
dans les différents domaines de l'activité mentale. Il n'est qu'un exemple 
particulier de la loi d'économie permettant d'épargner l'effort." i 
A l'école, pourtant, souvent le principe de l'intérêt semble tout Sbranler. N y 
aura-t-il plus de place pour l'effort? “Le vrai intérêt est celui qui excite 1 oe m 
affirmer Claparède. Et Ferrière, lui, le psychologue spiritualiste, en parlant del école 
Decroly, prend une position sans ambiguïté: 
"l'effort est der premier plan de cette méthode, mais non pas l'effort en- 
nuyeux, l'effort lassant, celui qui, sous prétexte de mater la chair, tue sans 
rémission l'esprit qui s'y trouve logé.” 
L'intérét, c'est l'observation. Or, 


"Apprendre à observer avec précision les faits naturels les plus importants, 
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apprendre à tirer de l'observation des concepts généraux, favoriser l'extériori- 
sation de ce que ces concepts déterminent, tels sont les buts fondamentaux de 
l'école." 

Donc vie, intérét, observation. Quel va étre le lien? L'activité! L'activité est la 
loi de l'éducation pour Decroly, celle dont il attend tout, tout ce qu'on peut at- 
tendre. “Il faut que l'enfant soit actif," dit-il. “Il le faut”! 

Activité valable signifie: initiative, donc liberté. 

Liberté! Encore un de ces mots qui font peur dans l'enceinte trés réservée de 

l'école. Plus que peur! Mais 
“Tl faut distinguer entre la liberté de ne rien faire ou de faire quelque chose, 
puis entre la liberté de faire quelque chose de bien, d'utile ou quelque chose de 
mal, d’inutile.”’ 

Donc, liberté signifie responsabilité, ce qui implique la discipline. Comment la 
comprendre? Comme le marque bien Decroly, le probléme est double: d'une part, 
pour agir sur l'enfant, il faut le connaitre. Comment savoir ce qu'il est, si on 
commence par lui imposer ce qu'il doit étre? 
et d'autre part: 

“On doit reconnaître que l'école active est la plus propre à réaliser les con- 
ditions optimales pour réduire les difficultés disciplinaires et l'on peut affirmer 
que plus le professeur est actif, mieux il organise les activités dans la classe, 
plus il y aura de discipline avec un maximum d'initiative et de liberté laissées 
aux élèves.” 

Tout s'enchaine. Liberté, discipline évoquent l'idée de groupe, donc d'éducation 
sociale, tout aussi importante pour Decroly que l'éducation intellectuelle. Le 
véritable intérêt individuel, dit-il et répéte-t-il, ne peut s’isoler, se dissocier de 
l'intérêt collectif, chacun prend sa signification entière par l'autre. 

Education sociale signifie aussi coéducation à l'Ecole Decroly, où elle est intégra- 
lement appliquée de 3 à 18 ans. Pourquoi? Parce que: 

“La séparation des sexes à l’école est en contradiction avec la vie normale de la 
famille, elle est le résultat de préjugés que rien ne justifie. Elle provoque plutôt 
qu'elle ne préserve.” 

La coéducation touche elle-même à un autre chapitre, l'éducation sexuelle, ap- 
pelée plutôt éducation biologique par Decroly. Qu’en pense-t-il ? 

“On ne peut écarter le probléme. C'est une longue et lente influence qu'il faut 
organiser, assurant une orientation favorable des idées et des sentiments. Elle 
commencera lorsque l'enfant entrera à l'école. Il s’initiera aux faits principaux 
de l'origine et de l'extension de la vie par des moyens qui susciteront chez lui la 
curiosité, admiration et le respect de tout ce qui est vivant.” 

Un point de départ: la vie. Une voie: la vie. Un point d'arrivée: la vie. C'est 
l'éducation pour Decroly. 

Wallon raméne les principes de Decroly à un seul: 

"Trouver les moyens d'accorder les intéréts subjectifs et momentanés de 
l'écolier avec les intéréts objectifs et essentiels de l'humanité, c'est le principe 
fondamental de l'Ecole Decroly.” 

Ces “interets objectifs et essentiels de l'humanité," les pays en voie de dévelop- 
pement les tiennent, comme nous, avec nous, entre leurs mains. 
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Education préscolaire 

Ce que nous avons dit jusqu'à présent s'applique à toute l'éducation. Que faire 
spécialement avant six ans? 5) 

Tout d’abord peut-être ne pas trop penser ““méthode,'” surtout méthode Decroly. 
Il y a la pensée Decroly. C'est trés différent. Elle est dominée par une préoccupation, 
il y insiste, et avec lui toute la pédagogie moderne. “L'enfant, c'est l'avenir." Il 
s'agit, on ne le répétera jamais assez, d'en faire, non une copie de ce que nous som- 
mes ou une machine à répétition de nos idées, mais bien de développer ses facultés. 
Il s'agit de le préparer, le mieux possible, à en tirer parti pour lui-même et la 
collectivité. 

Que faire avant six ans? 

“Le seul rôle actif que l'on puisse avoir, c'est de réunir dans un milieu le plus 
de conditions favorables et d'éliminer le plus de conditions défavorables à 
l'évolution." 

Mais encore, quel est ce milieu? Quelles sont ces conditions? C'est un milieu où la 
vie, la nature occupent la plus grande place. 

“La nature est l'éducatrice par excellence. La classe est un pis-aller, le milieu 
naturel constitué par une ferme, des champs, des prairies, des animaux à élever, 
des plantes à semer, à soigner, À récolter, représente le vrai matériel intuitif 
capable d'éveiller et de stimuler les forces cachées dans l'enfant.” 

Ce “vrai matériel intuitif,” quel pays en voie de développement ne le possède pas? 
Sans milliards, sans millions, sans écoles richissimes! Et tant mieux! Trop de nos 
“belles” écoles sont, en effet, des tombeaux — oui! — où l'air vivifiant de l'intérêt, 
l'activité, la joie de l'enfant se raréfient dés qu'il y entre. 

“Ne sont-ce pas deux absurdités que de vouloir réaliser l'école dans la vie, dans 
une caserne sans vie avec un enseignement de choses inertes? N'est-ce pas un 
non-sens que de prétendre favoriser l'évolution des facultés de l'enfant en le 
condamnant à l'immobilité et au silence pendant les meilleures heures du jour 
et les plus belles années de son existence" ? 

Non! non! non! Ces “deux absurdités' — et pas mal d'autres! — n'allons pas les 
ériger en régles, méme si nous les subissons encore, nous, et les faisons encore subir 
chez nous. 

Comment utiliser le milieu? Surtout sans trop de décrets rigides qui vont à l'en- 
contre de la mentalité enfantine, du développement dela. personnalité, et appauvris- 


sent l'activité libre. 
“Songe-t-on parfois, qu'avant six ans, l'enfant a appris déjà des choses beau- 
coup plus importantes que celles qu'il apprendra pendant tout le reste de son 
existence? Il a appris à comprendre et à s'exprimer, et cela seul est une ac- 
quisition fondamentale qui englobe au moins les trois quarts des difficultés 
qu’il aura encore à surmonter.” 
Et, - faut-il l'ajouter? — l'enfant des pays en voie 
autres. 
Cependant, et de plus en plus tôt, l'écol 
façon? D'abord en exploitant les ressources du jeu: 
“Plus net que tout, s'appliquant à tout, nous voyons chez tous les enfants, une 


forme d'activité spéciale: le jeu. L'enfant joue tout le temps, quoi qu'il fasse, il 
à vivre la vie d'adulte.” 


joue.” “En jouant, l'enfant se prépare 
Si jouer pour l'enfant, c'est faire ce qu'il aime, c'est en même temps, porter au 


de développement comme les 


e intervient, doit intervenir! De quelle 
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maximum l'attention, la concentration, l'effort; c'est imaginer, créer. Or, chez 
l'enfant, 
“C'est en créant que le désir de connaitre et de savoir se développe." 
Certes, on pourrait craindre que l'enfant ne fasse pas l'apprentissage du travail, 
Le probléme n'échappe nullement à Decroly. 
“Toutes les nuances entre le jeu et le travail peuvent être franchies une à une, 
petit à petit et, si l'on agit avec adresse, l'enfant peut arriver à considérer le but 
comme étant l'objet principal du travail.” 
Decroly défend jusqu'au bout le droit de l'enfant à jouer, et sa justification est 
éclatante: 
“La joie que l'enfant trouve en jouant est la preuve qu'il doit jouer. Il jouera 
malgré tout, malgré vous, mais il jouera’’! 


L'éducatrice 

On ne peut se dissimuler que, même ou surtout, peut-être, avec la méthode 
Decroly, un problème crucial existe: la préparation des éducatrices. 

Il a de nombreuses implications d’ordre économique, politique, structurel. 

Tout récemment, G. De Landsheere, professeur de psychologie pédagogique de 
l’Université de Liège, a traité de la question avec un esprit d'une particulière 
lucidité — et sans compromis. 

“La réforme de la préparation des éducatrices préscolaires est indissociable de 
la réforme générale et combien urgente de la formation des maîtres de tous les 
niveaux.” 6) 

Prise de position décisive. Elle devient bouleversante, lorsqu'il continue: 

*'J'entrevois le moment où les parents intenteront des actions en justice contre 

` les responsables de l'éducation, quand ils auront la conviction que les poten- 
tialités de leur enfant ont été gaspillées. Ce n'est d'ailleurs qu'à ce moment que 
nous pourrons nous considérer comme véritablement civilisés, car nous prouve- 
rons par nos actes et nos institutions que la défense de l’esprit nous est au moins 
aussi chère que celle du corps.” 

Maintenant, ajoute-t-il: 

“Je ne peux pas encore faire juger en Cour d’Assises un maître qui aurait tué 
le goût du savoir en mon fils.” 

Et, rappelant encore que: 

“L'époque la plus décisive dans la vie d'un homme correspond en bonne partie 
à l’âge préscolaire, les lignes de force de la personnalité, les aptitudes d'un être 
humain sont fondamentalement et souvent irrémédiablement dessinées dès 
l’âge de 6 ans." 

Le professeur De Landsheere tire une conclusion capitale: 

“La formation des maîtresses maternelles doit relever à l'avenir de l'Université 
ou d'Instituts pédagogiques satellites.” 

Exagération? Il ne désarme pas! 

“L'éducation préscolaire fait partie intégrante de l'institution éducative; elle 
en est méme partie essentielle. A ce titre, elle participe directement à l'évolution 
du monde moderne et la conditionne.” 

Cette voix toute récente rejoint celle de Decroly qui disait, avec les mémes 
arguments: 

“Ce sont les meilleurs qui devraient s'occuper des plus petits" 
Le probléme est donc posé — et pas seulement dans les pays en voie de dévelop- 
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pement. Mais, dans ces derniers surtout, la solution idéale n'est pas pour demain. Or, 
les enfants attendent! Il faut donc immédiatement une préparation-éclair minimum 
pour les éducatrices. Les principes de Decroly en indiquent, semble-t-il, un premier 
article important: créer un milieu, en tirer parti. À nous d’expliquer comment, sous 
une forme très concrète; le pourquoi viendra, petit à petit, après. Expliquer par 
images, diapositives, films, par contacts directs ou indirects, visites, stages etc. 
Montrer surtout. Seront-ils d’ailleurs tellement difficiles à “former”, eux qui ne sont 
pas déformés ? Sans le savoir, n’appliquent-ils pas — parfois ou souvent — des prin- 
cipes Decroly? Ils sont normalement plus près des réalités que nous. Il suffit de les 
éclairer sur le sens de ce qu'ils font, de ce qu’ils pourraient faire. Tâcher de suggérer, 
convaincre avec l'argument le meilleur: l'exemple. Surtout ne rien imposer à coups 
de butoir. 

Qui sait d’ailleurs ce qui peut s'éveiller, se révéler chez ceux qui prennent con- 
science d'eux-mêmes, conscience de leur responsabilité, du but à poursuivre? Et s'il 
arrivait qu'ils nous dépassent. . . ? 

Mais, seule, l'éducatrice ne peut pas tout. Elle ne peut méme rien, L'assistante 
sociale, l'infirmière, le médecin, le psychologue, d'autres doivent l'aider, chacun dans 
son domaine: habitudes hygiéniques, lutte éventuelle contre des préjugés, des 
superstitions dont la santé ou méme l'état mental des petits peuvent faire les frais. 

Les parents, eux, doivent collaborer avec tous. Il faut que l'école de leurs enfants 
soit aussi leur école. La meilleure maniére de les y intéresser est peut-être de 
demander leur aide. Preuve de confiance qui déclenche la leur. 

Restent aussi les pouvoirs publics! L'éducation, l'école, l'éducateur doivent être 
inscrits, et dàs le début, en téte de leurs programmes et de leurs budgets. Inscrits 
comme premier gage de survivance, de progrés! 

Faut-il le souligner? cette brève énumération de principes de Decroly est. trés 
incompléte parce que, en premier lieu, l'application en demeure infiniment variable 
suivant les pays, les régions, les peuples, les caractères de chacun, leur degré de 
développement matériel, social, culturel, etc. 

Donner des "recettes," non! Decroly n'écrivait-il pas: i 
“Le programme doit permettre des adaptations larges et faciles au milieu où vit 
l'enfant et ne pas tenir le maître en d’étroites lisiéres.”” NER 

Nous devons aider, oui, mais aider chaque pays, chaque peupleà se découvrir, lui, à 
découvrir, réaliser sa personnalité propre et non, surtout, à être le reflet d'un autre, 
Etre un membre à part entière de la communauté humaine enrichie de la richesse de 
chacun. 

Malheureusement, il arrive qu'une formule 
cent d’ironie. Parler de préparer les enfants à la vie! Et là ils meuren 
là on les tue... 


éducative prenne un douloureux ac- 
t de faim... Et 


Conclusions 


Les conclusions ne se sont-elles pas dégagées à m 
L'éducation englobe dans une seule et même synthèse, |’ ; 
Contre vents et marées — et faut-il dire s'il en connut et s'il en prévoyait, — Decroly 
conservait, intacte, sa conviction du progrès humain. “L'éducation est œuvre de 
longue haleine,” rappelait-il souvent. Et, mettant en garde “contre les trop beaux 
résultats trop vite obtenus,” il élevait la tâche de l'éducateur au niveau supérieur 
qui est - devrait étre! — le sien: “Former des enfants, œuvre d’art suprême. 


esure que nous progressions ? 
enfant, l'humanité, l'avenir. 
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A la fois dans le passé, dans le présent et dans l'avenir, notre responsabilité 
envers les pays en voie de développement est immense! 

Et si nous tâchons aujourd’hui de les orienter vers ce que nous sommes, il faut 
que ce soit aussi et surtout vers ce que nous ne sommes pas — pas encore! Mais le 
petit enfant est là. C'est lui qui fera l'avenir. 

À travers une sensibilité exceptionnelle, le probléme éducatif fut d'abord et tout 
au long de sa vie, pour Decroly, une émotion profonde. En dernière analyse, c'est 
parce qu'il voulait — et il savait que c'était possible — l'homme plus heureux, 
l'humanité plus heureuse, qu'il voulait l'enfant plus heureux, S'inspirer de ses idées, 
les appliquer, c'est reconnaitre le merveilleux facteur de progrés que constitue la 
pensée unie à l'action. C'est en faire la loi de l'éducation pour qu'elle devienne la loi 
de la vie. Mais écoutons-le lui-méme une derniére fois, ici: 

“Le plus bel idéal pour une génération, c'est de s'efforcer que la génération qui 
la suit, puisse vivre et jouir de plus de beauté, de plus de bonheur; c'est de 
réduire les causes de malentendus, les préjugés imbéciles, les souffrances 
superflues, les conflits inutiles. Cet idéal est celui de l'éducation. Sans lui, la 
raison d’être méme de l'humanité s’évanouit. 

S'il n'y avait pas l'enfant à élever, à protéger, à instruire et à transformer en 
homme pour demain, l'homme d'aujourd'hui deviendrait un non-sens et pour- 
rait disparaître.” 

C'est en 1929 que Decroly parlait ainsi. En 1932, sa voix s'éteignait pour toujours. 
Mais aujourd'hui encore, écho d'une pensée d'avant-garde, elle demeure une trés 
grande voix d'avant-garde. 


NOTES 


1) Cette citation et toutes les suivantes sont extraites de travaux de Decroly. 
Voir Hommage à Ovide Decroly — Bibliographie de son oeuvre. Ministère de l'Educa- 
tion nationale et de la Culture, Bruxelles. 

2) Depuis 1909, Avenue de Jonc, 1180 Bruxelles. 

3) Depuis 1927, Dréve des Gendarmes, 1180 Bruxelles. 

4) O. DEcRoLYv: La fonction de globalisation et l’enseignement. Liege: Desoer 1966, 
2e édition. 

5) V. DECORDES: Jardin d'enfants. Liège: Desoer, 1960. Le jardin d'enfants à 
l'Ecole Decroly. 2e éd. (a été traduit en néerlandais et en espagnol). Liège: Desoer, 
1961. Enfants. Liège: Desoer, 1964 et S. DEcROLY — film sonore: "Le Jardin d'en- 
fants à l'Ecole Decroly” (traduction néerlandaise, anglaise, espagnole), Ecole Decro- 
ly, Bruxelles. 

6) Cette citation et les suivantes se réfèrent au rapport donné par G. De Lands- 
heere au Séminaire international de l'OMEP à Liège en 1967: “Pour une nouvelle 
formation des maîtresses de jardins d'enfants," Acta du Séminaire international de 
l'OMEP, Liège 1967, pp. 19-22. 

VALERIE DECORDES, Bruxelles 


LE MONDE DES TOUT-PETITS EST-IL INFLUENCE 
PAR NOTRE MONDE MODERNE ? 


Le monde des tout-petits... 

Ce monde qui fut nôtre et dont nous avons perdu la clé. 

Ce monde que nous redécouvrons à leur contact et où nous hésitons à reconnaître 
le climat si particulier qui ensoleilla notre enfance. 
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Est-il resté, ce monde, à l’abri du bruit, de la vitesse, de la technique? A-t-il 
échappé à l'accélération de l'histoire? 

Est-il, au contraire, profondément menacé? Est-il détérioré au point d’être mé- 
connaissable ? 

Est-il encore un monde, celui des tout-petits, dans notre monde en marche? 

A ces questions brülantes dont l'importance préoccupe, à juste titre, parents, 
éducateurs, médecins et psychologues, nous quêtons une réponse, et cette réponse 
nous apparaît d'emblée singulièrement complexe et déroutante. 

Evoquant notre enfance, nous cherchons en vain des références, un point d'appui 
pour étayer notre comparaison. 

“De notre temps. . .” disons-nous. Et nous nous essayons à reconstituer ce temps, 
en oubliant le sage avertissement de Saint-Exupéry: “Toutes les grandes personnes 
ont d'abord été des enfants, mais peu d'entre elles s'en souviennent.'' 

Nos souvenirs, en effet, sont le plus souvent transformés, remaniés, recréés, et 
dans le regard que nous jetons avec attendrissement vers le passé, nous sommes 
incapables de nous remettre dans la situation si particulière d'un tout-petit, dont les 
forces vives sont inlassablement tendues vers l'avenir qui fera de lui un grand. 

La comparaison est donc faussée au départ et. force nous est d'avoir recours à 
d'autres moyens d'approche. Comparaison entre les enfants d'aujourd'hui et ceux 
que nous avons vus grandir, il y a dix ans, il y a vingt ans... Nous voici, dés lors, 
spectateurs et notre réponse va s'en trouver plus objective, encore qu'il faille tenir 
compte de notre jugement qui, lui aussi, a pu évoluer. 

A envisager le probléme de la sorte, une premiére constatation s'impose: certes, 
le tableau a changé, l'enfant n'est plus le méme. Il réagit au monde qui l'environne 
par une instabilité qui va s'accentuant, — fruit de l'agitation qui l'entoure. Cette 
instabilité s'accompagne souvent d'une apparente indifférence qui n'est, somme 
toute, que rejet de trop de choses, mal vues, mal entendues. Inconsciemment, 
l'enfant a pris l'habitude d'entendre sans écouter, de voir sans regarder, en vertu 
d'une auto-préservation sans laquelle il ne pourrait plus vivre dans le monde que 
nous lui faisons. 3 

L'image, le son, canalisés et retransmis, s'inscrivent en surimpression sur ce qu'il 
voit, ce qu'il entend, et nous ne mesurons pas assez la confusion qui en découle. 

Les moyens audio-visuels, en effet, lui sont une source d'information étonnam- 
ment riche, trop riche méme pour étre assimilable. A l'encontre de la belle définition 


d'Edouard Claparéde: “Une leçon doit être une réponse," la réponse, trop souvent, 


précède la question. L'enfant acquiert ainsi, et sur toute chose, des notions fragmen- 
core coordonner. Il en résulte un 


taires et multiples que son esprit ne peut em er 
sentiment de ‘‘déja vu” et de “déjà entendu” qui tend à émousser en lui l'esprit 
d'émerveillement, la joie irremplagable de la découverte. 4 d 

A côté du réel qu'il peut voir, toucher et sentir, il y a l'image qu on lui impose de 
plus en plus et contre laquelle il ne peut se défendre. ) g 

Contrairement à l'histoire qu'on lui raconte et dont il expurge inconsciemment les 
épisodes impressionnants pour n'en garder qu'une vision intérieure adoucie, il ne 
peut échapper à l'image imposée et Yon ne dira jamais assez à quel point elle se 


grave profondément en lui, d'autant plus profondément qu'elle lui parait aussi 


réelle que la chose. d f p 
Un exemple illustrera de facon suggestive la réalité que l'enfant accorde 
l'image. 


Nous avons eu, tout récemment, le privilége d'assister à l'enregistrement d'une 
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émission enfantine, au studio de la télévision. Chaque semaine, une charmante 
éducatrice, Edith Salberg, s'adresse à ses jeunes auditeurs invisibles, au moyen du 
petit écran. Elle est entourée d’une dizaine d’enfants. En fait, il s’agit de ses propres 
téléspectateurs qui, à la demande de leurs parents, et pour une fois, une seule, 
deviennent, avec quel enthousiasme, les acteurs du moment. (A chaque séance, le 
groupe d'enfants est donc différent.) Rien n'est préparé, aucune répétition ne précè- 
de la mise en onde. 

C'est ainsi que nous avons vu, avec quel étonnement, les nouveaux venus au 
studio embrasser spontanément l'animatrice de l'émission en la saluant d'un joyeux: 
“Bonjour, Edith!” 

Avec le méme étonnement, nous les avons vus se diriger sans hésiter vers les 
activités qu'ils avaient l'habitude de suivre à distance, choisissant une occupation 
qu'ils donnaient l'impression de continuer plutót que d'entreprendre. Tout cela, 
dans un décor de science-fiction qui semblait les laisser totalement indifférents. 
Aucune géne de leur part. Edith faisait, depuis plusieurs mois, partie de leur 
univers et, ne l'ayant jamais vue en réalité, ils reconnaissaient son sourire, ce 
sourire qu'elle leur adressait personnellement, semaine aprés semaine, à la télévision, 
Et non seulement ils la reconnaissaient, mais ils se croyaient connus d'elle qui, 
pourtant, les accueillait pour la premiere fois. 

Cette expérience, si réconfortante quant à la mission éducative des moyens 
audio-visuels, nous a fait comprendre avec force, mais en négatif, cette fois, l'in- 
quiétante présence d'un Zorro, la réalité de sa cape et de son loup noir. 

Dans ce monde nouveau, où l'image prédomine, il nous arrive d'oublier que le 
développement mental de l'enfant est fonction d'un contact constant et direct avec 
les choses sur lesquelles il a le pouvoir d'agir, et nous nous habituons à le voir faire 
déjà, et trop tót, l'expérience de la passivité. 

L'enfant d'aujourd'hui réagit donc profondément à la contrainte du monde qui 
l'environne, soit par une inaction qui n'est pas de son áge, soit par l'explosion d'une 
vitalité comprimée qui, brusquement, reprend ses droits. 

Il en résulte une instabilité accrue, un pouvoir d'attention qui va diminuant, une 
nervosité, voire méme une agressivité, dont s'inquiétent, avec raison, parents et 
éducateurs. 

Si le tout-petit a le bonheur de vivre dans un milieu familial harmonieux, la 
sécurité profonde qu'il en éprouve rétablit l'équilibre dont il a tant besoin pour 
s'épanouir. Mais s'il fait, hélas, la précoce et si fréquente expérience d'une vie 
affective bouleversée par la division, l'absence d'autorité et l'insécurité qui en 
découle, cet équilibre est dangereusement compromis. 

Dans l'un et l'autre cas, force nous est de constater que notre vie moderne 
retentit profondément sur l'enfant et singuliérement sur son équilibre nerveux. 


Est-ce à dire que cette réaction de défense naturelle affecte le monde méme du 
tout-petit? Est-il traumatisé au point d'en avoir perdu le refuge? Ce monde a-t-il 
résisté au progrès? A-t-il gardé ses constantes, son climat, ou s'est-il, au contraire, 
radicalement modernisé ? 

Là encore, la réponse apparaît déroutante et contradictoire, car l’enfant d’au- 
jourd’hui est tout ensemble très moderne et singulièrement démodé. Il nous paraît 
donc essentiel de définir ce qui est moderne en lui, afin de mieux comprendre ce qui 
ne l’est pas et ne le sera sans doute jamais. 

Moderne, il l'est déjà par le langage que nous lui transmettons. Il l'est aussi par 
les intérêts qui l’habitent et qui naissent à partir de tout ce qu'il voit. 
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Sa mémoire neuve enregistre avec infiniment plus de facilité que la nôtre les 
formes nouvelles qui l'entourent, les véhicules qu'il aime et les marques qui s'y 
rattachent. 

“C'est le volant d'une Fiat 600, je le reconnais!” s'écrie un enfant de six ans, 
admirant la trouvaille d’un de ses camarades. 

En cela, il nous a déjà dépassés, subissant l'accélération de l'histoire. 

En revanche, il est singulièrement démodé par son besoin d’absolu, par sa sensi- 
bilité profonde, riche d'attente, de don de soi, d'attentions subtiles qui n'ont plus 
cours dans notre vie actuelle. 

Il est démodé par l'admiration sans faille dont il auréole les adultes. 

La vision qu'il a des choses et qu'il exprime dans son dessin n’a pas changé. C'est 
ainsi, en effet, que l’enfant des villes, habitué aux hautes façades des immeubles 
locatifs qui l’entourent, continue à dessiner avec une impressionnante constance sa 
petite maison à un ou deux étages, d’où s'échappe la traditionnelle fumée qu'il voit 
si rarement en réalité. 

Certes, de nouveaux thèmes et de nouveaux véhicules apparaissent mais si 
l'avion a pris place dans la création enfantine, il demeure aussi conventionnel que 
la maison, En un mot, ce dessin obéit aux lois du réalisme intellectuel si bien défini 
par Luquet, et le tout-petit continue à nous dire ce qu'il sait des choses, plutôt que ce 
qu'il en voit. Mais au contact du monde qui l'entoure et qui a singulièrement changé, 
son savoir ne s’est-il donc pas enrichi de quelques détails significatifs? Comment se 
fait-il, en effet, que la cheminée soit toujours présente et que l'antenne de télévision 
n’apparaisse jamais sur le toit de sa petite maison ? 

Désirant savoir si une consigne précise est de nature à faire surgir des éléments 
nouveaux, nous avons demandé à quarante enfants de la Maison des Petits (enfants 
de 5 à 7 ans) de dessiner, non pas une maison, mais leur maison. Ils ont paru surpris 
et déconcertés par ce souci de précision. 

- “Ma maison?... disait Pascal, c'est un peu dur!” 

— “Moi, je dessine le petit chalet de mon papa!” s'est écrié Jean-Marc en éludant 

la difficulté. 

- Véronique, déçue de voir son dessin achevé, si semblable à ceux qu'elle fait 
d'habitude, nous a confié en souriant: "C'est pas ma maison, bien sûr que non ... 
c'est celle de ma grande soeur!” 

Tous trois avaient pris conscience du problème, mais étaient incapables de le 
résoudre. Cependant, sous l'effet contraignant de la consigne et dans le tiers des 
dessins recueillis, nous avons noté une volonté marquée d'augmenter le nombre des 
fenêtres ou des étages, sans que cela modifie, pour autant, le style caractéristique de 
la création enfantine. Seuls, cinq enfants, parmi les plus âgés (6 ans 1/2à 7 ans) ont 
ajouté une antenne de télévision, et trois, seulement, sont allés jusqu’à supprimer 
le toit pointu pour le remplacer audacieusement par un toit plat. Anne-Françoise est 
allée plus loin, encore, en ne détachant pas la maison qu'elle habite, des autres 


immeubles de sa rue. ; ; zi 
Quinze jours plus tard, nous avons reposé la question, mais sous sa forme i- 


tuelle, cette fois: “Dessine une maison. . .” et le modernisme a cédé le pas, aussitót, 
à la classique petite maison retrouvée! (Voir Tableau I). : 
ur indicative, étant donné le petit nombre des 


Si cet exemple n'a qu'une vale e 
enfants observés, il est une belle illustration du conservatisme que nous avons 


souligné et que nous retrouvons dans d'autres domaines. Venus i 
Les longues journées d'un tout-petit échappent, elles aussi, à l'accélération de 
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TABLEAU I 


“Dessine ta maison!” “Dessine une maison!” 


Fic. 1 
Didier 
6 ans 6 m. 


Fic. 2 
Fabienne 
6 ans 7 m. 


D) 
Y 


Wi 
WM crane edu Auf 


yan 


Fie. 3 
Jean-Marc 
6 ans 7 m. 1/2 


Fic. 4 
Martine 
7 ans 2m. 


Fic. 5 . 
Anne-Frangoise 
7 ans 2m. 1/2 
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l'histoire, car il vit l'immédiat dans toute sa plénitude, alors que nous raccourcissons 
constamment nos journées d’adultes à construire, en pensée, ce que sera demain. 

Son esthétique, enfin, malgré tout ce qui pourrait en transformer le canon, 
l'incite à choisir avec un touchant mauvais goût, la couleur la plus vive, l'image 
trop bien finie, pour tout dire... le chromo. 

Comment interpréter une somme de faits aussi contradictoires ? Ces faits s'éclai- 
rent si l’on tient compte des données fondamentales du problème. 

L’immuable, le persistant, le démodé qui nous frappent chez un tout-petit, tien- 
nent essentiellement à sa situation si particulière, face à la vie. Pour lui, en effet, 
tout est neuf et insolite, tout est à conquérir. Il ne peut faire appel aux leçons du 
passé et, en raison de son égocentrisme, l'expérience des autres ne peut abréger sa 
propre expérience. Il est solitaire dans sa redécouverte. 

De génération en génération, il entre avec le même étonnement dans notre monde 
adulte et ce qui est ancien à nos yeux est aussi récent pour lui que la plus récente de 
nos inventions. 

Si donc, au fil du temps, les choses vont se transformant profondément autour de 
lui, la manière qu'il a de s'en étonner, de s'en approcher et de s’en saisir, ne varie pas, 
et cette invariance explique la pérennité de son univers. 

Ainsi, dans un monde où tout change à un rythme de plus en plus rapide, lui, 
continue d'avancer d'un méme pas, le pas de l’explorateur. 

Comment expliquer, dès lors, ce qui est moderne, actuel, nouveau, dans sa si 
courte vie? 

Son modernisme plus apparent que réel est fruit de son admiration pour nous, 
admiration qui le porte inlassablement à imiter nos gestes, notre comportement, 
notre voix, à utiliser notre vocabulaire, à s'emparer de nos intérêts, méme s'il ne les 
comprend pas. 

Merveilleuse et inquiétante imitation pour les pauvres modéles que nous somme! 
C'est le miroir constamment orienté vers notre vie, — miroir qui refléte non 
seulement nos attitudes et nos actes, mais le décor changeant de notre monde 
adulte. L'image que l'enfant nous en restitue est forcément lacunaire, incomplète et 
déformée par son égocentrisme qui l'empêche d'établir de justes relations entre les 
êtres et les choses. Mais la volonté d’imiter est là, force vive de son vouloir grandir, 

Ainsi, le tout-petit nous apparaît hors du temps dans sa redécouverte du monde 
qui l'entoure, mais moderne, cependant, dans son constant désir de jouer notre vie. 

Le jeu spontané de l'enfant est l'expression de cette dualité et il est singulièrement 
intéressant de constater que si ce jeu suit les progrès de notre époque, en adoptant 
les véhicules, les métiers et les bruits qui la caractérisent, il a tendance, néanmoins, à 
être en retard sur notre vie actuelle. C'est ainsi, dans le “jeu du papai et de la 
maman,” que les parents font preuve d'un autoritarisme suranné. c ‘est ainsi, 
également, que le “¡eu de l'école" met en scène une maitresse d'autrefois, sévere et 
exigeante, qui punit avec énergie, réclame les mains au dos et dirige, en fait, une 
trés vieille petite école! 

Singulier décalage qui s'explique en partie p 
aussi, nous semble-t-il, par l'image anticipée A 
Vinquiétent. C'est cette p quil joue dans le jeu de l'école, plutót que l'école 
elle-même, — construisant sa vision intérieure sur les souvenirs évoqués devant lui 


Par ses parents et par les aînés qui — ne l'oublions pas — cherchent toujours à se 


grandir aux yeux des plus petits en assombrissant le récit de leurs récents exploits. 
» avec tout ce qu'il recèle de 


En somme, le “Tu verras quand tu seras à l'école. . ., 


ar la fonction libératrice du jeu, mais 
que l'enfant se fait des choses qui 
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TABLEAU IT 


Fic. 1 
Le dessin de Jean-Marc (6 ans 6 m. 1/2) met en scène, à gauche, deux bücherons qui 
scient un tronc d’arbre dont le bois servira à la mise à feu. Comparer ce paysage 
agreste à celui de Cap Kennedy! 


Fic. 2 
Le dessin de Tania (7 ans 1 m.) nous montre, au sol, le ““clocher” d’où la fusée est 
artie. A la droite du “clocher” (tour de lancement) une maison "op ils viennent 
aire la messe.” A côté, le cimetière. Dans le ciel, la capsule, la lune, les étoiles... et 
“celles qui sont très loin." 


Fic. 3 


Le dessin de Catherine (6 ans 11 m.) représente les trois cosmonautes dans la capsule. 
Dans la maison, à droite, le grand gáteau qui les attend! 
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crainte inavouée, est plus présent dans le jeu que la claire réalité d’une classe 
enfantine. 

Nous pensons, toutefois, qu’une raison d’un autre ordre a tendance à retarder de 
plus en plus la pénétration de notre monde moderne dans le monde fermé de l'enfant, 
raison qui apparaît nettement dans l'expérience que voici. 

Nous avons confié à deux jeunes éducatrices, Anne-Dominique Bindschedler et 
Gisèle Funk, une recherche de diplôme portant sur les jouets les plus modernes, 
afin de déterminer l’attrait qu'ils sont susceptibles d'exercer sur l'enfant d'au- 
jourd'hui. 

Capsules spatiales, cosmonautes, robots, voisinaient avec les jouets les plus 
traditionnels: poupées, ours en peluche, camion, locomotive. . . laissés au libre choix 
des petits. 

Les engins spatiaux et les robots ont particulièrement captivé les garçons, mais 
pas davantage, cependant, que la locomotive mécanique, l'attrait semblant résider 
avant tout dans le mouvement et dans le bruit, caractéristiques communes à tous 
ces objets. Mais il importe de souligner un fait qui nous a singulièrement frappées: 
aucun de ces jouets, malgré le prestige de leur nouveauté, n'a inspiré les jeux libres 
du préau. Au contraire, pendant tout le temps que durait l'expérience, les enfants 
ont surtout joué au petit cheval! 

Interrogés, et malgré l'apport de la télévision présente chez beaucoup d'entre eux, 
ils ont fait preuve d'une méconnaissance générale quant à la signification des 
véhicules représentés par les jouets. Idées vagues, confusion entre Martiens, 
robots et astronautes. Impossibilité de comprendre les révolutions d'une capsule 
spatiale autour de la “boule de terre," selon le joli mot de Sophie. Et les auteurs du 
mémoire de conclure très justement: "Comment l'enfant pourrait-il assimiler un 
élément dont il ne connaît ni le sens ni la destination et qu'il ne voit pas intégré dans 
la vie des adultes?'" 

Ainsi s'explique le retard qui existe entre les découvertes de notre temps et leur 
réapparition dans le jeu de l'enfant, et nous pouvons inférer que ce retard ira en 
augmentant. 

L'écart entre l'assimilable et l'incompréhensible, déjà ressenti avec mélancolie par 
l'adulte, aura tendance à se marquer de plus en plus chez le tout-petit et il en 
viendra, peut-être, à se réfugier plus longtemps dans son monde fermé. Il s Bien 
Sible aussi qu'il y fasse pénétrer tout ce qu'il ne comprend pas, transportant ainsi la 
technique et sa froide réalité dans son univers magique qui s’enrichira, si paradoxal 
que cela soit, de tout l'apport d'une science incomprise. . . j 

Il est difficile de préjuger, mais les dessins que voici (voir Tableau II) ne sont-ils 
pas déjà une confirmation à notre hypothèse? ^ 3 ; 

Répondant à notre désir, car, spontanément, aucune création enfantine n'est 
venue, au lendemain des vacances, illustrer le magnifique exploit d'Apollo 8, quel- 
ques enfants ont représenté le voyage des astronautes vers la lune. i 

N’est-il pas émouvant de voir surgir, dans le dessin de Jean-Marc, deux petits 
bücherons affairés à scier du bois... pour la mise à feu de la fusée! Et quelle vision 
humaine, familiale, rassurante, que le grand gâteau préparé, au coeur de la maison 
dessinée par Catherine, pour féter le retour des glorieux cosmonautes! 

Vision rassurante, certes, mais l’est-elle autant qu’on le voudrait ? K ^ 

Face à ce monde déjà si éloigné du nótre, la question revient, impérieuse: qu'ad- 
viendra-t-il des tout-petits au cours de notre histoire qui va S accélérant ? 

Faudra-t-il en arriver à les attirer plus rapidement à nous, à ouvrir des bréches 
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dans leur monde fermé ? Faudra-t-il tenter d'y introduire des techniques d'apprentis- 
sage anticipé, comme certains le préconisent? Vaut-il mieux, au contraire, chercher 
à nous refaire petits afin de nous rapprocher d'eux... alors qu'eux-mémes nous 
préfèrent grands, afin de mieux monter jusqu'à nous? 

Non, notre beau devoir est ailleurs... 

Dans un monde où tout est remis en question, nous nous devons de donner à 
l'enfant la force constructive de notre immuable affection, de notre présence, de 
notre fermeté, de notre encouragement. 

Dans un monde où l'enfant est trop souvent confronté avec des faits et des 
images qui l'impressionnent, nous nous devons de créer en lui et autour de lui, le 
climat affectif qui bannit la crainte, en lui restituant le sûr appui de notre calme, de 
notre décision, de notre sourire. 

Dans un monde où la facilité confine à l'ennui, nous avons le devoir de le rendre 
riche de petites choses et non pauvre à force de tout obtenir. Nous avons le devoir de 
lui rendre la beauté de l'effort joyeux en utilisant le moteur de son vrai jeu qui est un 
jeu sérieux, et non l'amusement puéril qu'une pédagogie bien intentionnée a voulu 
substituer au travail. 

Dans un monde où la technique et le préfabriqué l'emportent sur l'artisanat, nous 
avons le devoir de tenir en éveil son esprit créateur. 

Dans un monde où tant d'intermédiaires s'interposent entre la nature et lui, nous 
avons le devoir de le remettre chaque jour en contact avec la vie, source de ses plus 
profonds émerveillements. 

Dans un monde où règne la dure loi du “chacun pour soi,” nous avons le devoir de 
lui donner la joie d'aider, en faisant de cette aide qui le grandit, la plus belle des 
récompenses. 

Et sur tout cela, constamment, inlassablement, nous avons le devoir de lui faire 
confiance en remplaçant le si décourageant “Tu es trop petit...” par la clé d'or de 
la vraie pédagogie: ‘Tu es assez grand... je peux te confier cela 

C'est ainsi que nous aiderons ce petit que nous aimons, à devenir l'adulte qu'il 
réve d'étre, à notre image. 


Enfant de toujours dans notre monde en marche, il est celui que nous avons été, 
par la redécouverte que la vie lui impose, mais il porte en son âme entièrement tour- 
née vers les grands que nous sommes, le reflet du monde incompréhensible mais 
combien prestigieux qui sera sien, demain. 

GERMAINE Duparc, Genève 


PROVISION FOR INDIVIDUALITY IN SCHOOLS FOR 
YOUNG CHILDREN OF 3 TO 7 OR 8 YEARS 


Under English law, (the Education Act of 1944) the child is to be educated 
according to his “age, ability and aptitude”. That is to say according to himself. 
In the Ministry of Education Handbook of suggestions for Primary School Teachers, 
including Nursery, Infant and Junior stages (ages 3 to 11 years), issued in 1959, we 
read “a knowledge of the children is the teacher's starting point”; and again, “one 
salient feature of Primary Education today is the ever deepening concern with child- 
ren as children, which has gradually spread from the Nursery and Infant schools to 
the Junior Schools. This concern shows itself especially in awareness of the child as 2 
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whole, with interdependent spiritual, emotional, intellectual and physical needs, 
and in the appreciation of the wide range of aptitudes, abilities and temperaments 
which any class of children presents”. 

Throughout this century psychologists have been piling up evidence of this 
vast range of individual differences, and of the urgent need for individuality to 
find expression in order to identify itself. 

A young child identifies himself in play, and play is the business of the Nursery 
school. He identifies himself as he becomes aware of his capacities — what he can 
do with his body, how it feels to run fast, jump high, climb and balance, throw and 
catch, dance and sing. He identifies himself in relation to his teachers by their 
personal approaches to him and their pleasurable reactions to all he does and says. 
He identifies himself in relation to his contemporaries in free association with them, 
when they are also engaged in developing their egos, their wills and skills in play. 

We all know that each child reaches school daily with a completely individual 
learning potential which is compounded of his age, nature, abilities, experience, 
vocabulary and interests, and his immediate emotional tone. Yet there are still 
nurseries, kindergartens and schools in many countries, in which children of 3-8 
years have not sufficient opportunity for initiative, play, selt-identification, and 
personal communication to enable their teachers to distinguish their real needs. 
Often the teachers themselves lack the responsible freedom to decide, on the basis 
of their own observations, when to teach what to whom, and by what means. 
A training that enables teachers to learn by experience to make these decisions, and 
a public confidence in the profession that empowers them to do so, are of paramount 
importance. 

During their three years of professional training, usually between the ages of 
18 and 21 years in England, students preparing to teach young children spend 
about 15 to 22 weeks in “School Practice”. Each practice period of a few weeks is 
preceded by visits to the class allotted, in order to observe the work being done 
and to begin to know the children. This is followed by discussions with class teachers 
and college tutors, and a little initial preparation of material and planning of 
organisation. Students are discouraged from preparing too much until the children 
are better known to them, as they must be trained from the outset to relate all 
their work to the particular children they find in a class. i 

While those teaching under fives must, of course, familiarise themselves with the 
manner in which accustomed routines are carried out, their main concern, apart 
from this, is to discover the quality, variety and arrangement of the equipment 
provided, and to observe individual children’s responses. Their own observation 
of what there is for the children to use, and how they use it, is their guide to the 
selection and introduction of additional material and fresh experiences. This be- 
comes a continuous process. The nursery school teacher is responsible for esta- 
blishing a challenging environment for her children to respond to spontaneously, 
but she must be ever ready to re-adapt it to meet or to further, the developments 
she observes. I yl: 

The implications for teaching children over 5 are similar, but include additional 
elements. Provision for play must continue, but at this stage it becomes ee 
singly important to plan and promote learning situations which will stimulate the 
children’s curiosity and inventiveness, widen their experience, enrich language, 
and provide understandable purposes for the introduction and practice of the basic 
skills. 


These infant school teachers (for ages 5 to 7+) must also learn to assess indivi- 
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dual children’s capabilities in order to provide the most appropriate work-materials, 
books and instruction. The currently accepted flexible organisation which allows 
for a combination of class, group and individual teaching, together with the super- 
vision of an environment in which children may be educating themselves in a 
variety of ways, is a highly skilled professional accomplishment. In order to carry 
out such responsibilities successfully, the teacher has to relate fundamental edu- 
cational principles both to specific children, and to her knowledge of what there is to 
be taught. Many teaching skills and techniques have also to be acquired, and the 
whole of this process constitutes the “training” aspect of a teacher’s preparation, 

In all that has been said we assume that while teachers must be well aware of the 
sort of thing their children should learn, they must be free from officially prescribed 
curricula, methods, time-tables and textbooks throughout the early school years. It 
is normal for our children to learn to read, write and calculate between the ages of 
5 and 8 years, but freedom from the expectation of specific attainments at given 
ages is essential even beyond the age of 8. Without these freedoms there can be 
little individualisation in school, since teachers and parents readily become over 
zealous to prepare their children to meet any scholastic hurdles that may exist, at 
the expense of real education. 

Although chronological age is a general guide to maturity, it is by no means 
synonymous with biological, intellectual, emotional or educational age. A child of 
six is unlikely to be just 6 in all aspects of his development. He is still, and at a 
very deep level, to some extent a baby, a one-year-old, a two-year-old and so on - 
in fact a complex of all the ages he has lived through. At each stage each child may 
have ““grown'” more in some aspects of his nature than in others. It is precisely 
because each pupil has his own built in rate of growth and learning, which was de- 
termined in the womb, and his own mode of development and social adjustment 
already patterned by the life he has lived in his particular home and family, that no 
specific standards of attainment are laid down for the early school years. At first 
the worth of what a child does is judged by his own feeling for it, and this is how he 
himself evaluates his work and play at least until the age of 9 or 10, At the same 
time more objective criteria are gradually being assimilated and incorporated into 
his judgment. This is a slow process and during the formation of this moral judgment 
children need the support of achievement, however modest, since failure tends to be 
interpreted as personal rejection, and often results in withdrawal of interest and 
effort. The best a child can do must always be the goal. 

For all the above reasons many schools are organised in classes of mixed ages. 
For this type of organisation the materials and equipment at the children’s dis- 
posal are of utmost importance. The variety of material found in an imaginatively 
run nursery or infant school is so vast that it is only possible here to suggest types. 
These include water, sand, dough, clay and paint; bricks of many shapes and 
sizes together with other building materials; dolls and domestic equipment; clothes, 
pieces of material, and simple properties for dressing up and dramatic play; tricycles, 
wheelbarrows, gardening tools, balls and climbing frames; pieces of wood, card, 
boxes, paper and a variety of tools to work with. Most schools also have percussion 
instruments and xylophones for the children to experiment with thythmic sound 
and tune. Above all there must be large quantities of well produced picture books, 
and places in which they can be comfortably used. 

Although any post-war classroom should be large enough to hold all that is ab- 
olutely necessary, most teachers gladly use corridors and gardens as classroom 
xtensions, so long as they can keep their children within reach. Furniture is desig- 
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ned for easy re-arrangement, and ““corners”” are created for different kinds of activi- 
ty. For children over 5 some part of the room is usually reserved for teaching small 
groups, and for practice in the basic skills. The teacher goes around to interest her- 
self in what is being done, to converse with individuals or groups, to comment and 
advise, and to look out for teaching points, or opportunities for adding to books or 
materials. Most of the necessary equipment can be ordered in advance, but it is 
essential for some ready cash to be available within the school to provide for the 
extension of unexpected interests as they arise, In England this money is held by 
the Head Teacher as part of the per capita grant that Local Authorities allot to 
each school. 

Teachers, naturally, vary in their ability and desire to organise a “fluid day” in 
which, apart from the necessary planning of special times for a whole class to use 
the hall or play-ground, for music or movement, all or any of the creative activities 
may be going on simultaneously most of the day. Again, many still prefer the closed- 
in classroom where they can work privately and independently with their own 
children close at hand. However, a growing number of teachers are coming to see 
the value of the newer, more economical open-plan type of building. Here flexibility 
and individuality might be said to be built into the school. The classrooms are not 
completely shut off and corridors are designed to provide extra work spaces of a 
different kind. For example, they have bays fitted with seats, or shelves for books, 
In some of these bays there is a large flat table, useful for many purposes; in others 
a rug and armchairs or small settee make a cosy corner where two or three child- 
ren can enjoy their picture books together, or help each other to find the information 
they need for some construction. A good example of such a building is given in 
Building Bulletin No. 36. 

As may be seen, we accept in England that the old way of too early a conditio- 
ning to passive conformity, and dependence on being told what to do is educationally 
unsound. However, freedom, flexibility and individualisation must not run riot! 
A good school is not made by systems, methods, equipment or buildings, but by 
people. The broader and more liberal the education aimed at, and the greater the 
emphasis on individualisation, the higher must be the teachers’ standards, both in 
knowledge and in execution. It is by their taste and sensitivity, by the quality of 
their poise and speech, the arrangement of their classroom, the presentation of their 
work and the purposefulness of their organisation that they establish the attitudes 
and disciplines that combine to create an educative community. Above all itisa 
warm welcome into a permissive but orderly community, in which the child feels 
himself to be intimately known and personally appreciated, that most surely n. 
poses him to enjoy the company of his fellows and partake of all that is offered in a 
Way that is true to his nature. 
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L’EDUCATION PRESCOLAIRE AU BRESIL 


Il serait prétentieux de vouloir traiter, en un article, d'un sujet aussi vaste. Non 
que l'éducation préscolaire soit très développée au Brésil (ce qui n'est malheureuse- 
ment pas le cas), mais à cause des problèmes nombreux qui l'empéchent, au 
contraire, de se développer comme il serait souhaitable et surtout, nécessaire et 
urgent. 

Au Brésil, la situation de l'enfant, à l’âge préscolaire, préoccupe non seulement 
les éducateurs, mais les médecins, les sociologues, les assistants sociaux... 

Un bref rappel historique est nécessaire pour comprendre ce qui se passe. Avant 
tout, il faut se souvenir quele Brésil est un pays jeune; découvert en l'année 1500, 
indépendant depuis 1822; en 1889, il avait encore des esclaves! Bien que la libération 
de ces esclaves se soit faite pacifiquement, une certaine mentalité de différence de 
classes et deraces ne s'efface pas rapidement et cela, pour plusieurs raisons. D'abord, 
la libération s'est faite trop rapidement: on n'a pas voulu attendre les effets d'une loi 
sage qui accordait la liberté aux esclaves de plus de soixante ans et à ceux qui nai- 
traient dorénavant. Les abolitionnistes réussirent à convaincre la princesse Isabelle, 
régente pendant l'absence de son pére, l'empereur Pierre II, de signer la libération 
de tous les esclaves. Or, ils n'étaient pas capables de recevoir, subitement, ce grand 
don de la liberté. Il serait trop long de décrire en détail les conséquences sociales de 
ce bouleversement qui ébranla tout le pays, ruina plusieurs familles et précipita 
l’avènement de la République. 

Les familles de l'époque vivaient dans des conditions bien différentes de celles 
que nous pouvons observer aujourd'hui, dans les villes modernes. Les plus riches 
habitaient de grandes propriétés que l’on appelait fazendas et où, selon les régions, 
on cultivait le café, le cacao, la canne à sucre, etc. Ceux qui habitaient en ville 
possédaient de vastes maisons entourées de grands jardins et de vergers qui faisaient 
les délices des enfants. Les femmes se dévouaient à leur maison, dirigeaient les es- 
claves et élevaient leurs enfants. Des petits métis complétaient la constellation fa- 
miliale, 

Vers la fin de l'Empire, l'éducation des filles commença à prendre son élan. On 
faisait venir d'Europe des institutrices ou des gouvernantes françaises, anglaises, 
allemandes. Des écoles féminines se fondèrent; plusieurs étaient dirigées par des 
étrangères. Des congrégations religieuses se mirent à créer des pensionnats où les 
jeunes filles qui habitaient les fazendas venaient achever leur éducation. 

L’instruction primaire se donnait à la maison et la secondaire, dans les pension- 
nats. On ne connaissait pas l'éducation préscolaire! En 1896, seulement, le premier 
jardin d'enfants, annexé à l'Ecole normale, fut fondé à Sáo Paulo. On fit bâtir, 
spécialement, un immeuble avec quatre grandes salles, bien éclairées, et un grand 
salon au centre, pour les festivités. Une terrasse vitrée entourait tout le bâtiment. 
Il y avait aussi un vaste terrain pour les jeux et des préaux. Le directeur de l'Ecole 
normale avait été envoyé en Europe (nous ne savons pas quels pays il a visités) et, 
à son retour, il prépara, pendant une année, les premières jardinières. 

En 1897, fut fondée une revue qui publia les programmes et des articles (quel- 
ques-uns étaient des traductions); on y trouve aussi un rapport de l’inspectrice du 
jardin d'enfants. Il reste très peu d'exemplaires de cette revue; un est jalousement 
gardé à l'Ecole normale, et d'autres appartiennent à des particuliers. Dans le pre- 
mier numéro figurait le programme adopté; on le dit inspiré de Francis Parker; 

l'influence de Froebel est évidente. L'emploi du temps est réglé minutieusement. 
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Dans un article, le directeur de l'Ecole normale demande notamment aux jardi- 
nières que ses instructions soient discutées en commun et que des expériences ori- 
ginales soient présentées afin que les méthodes importées puissent être adaptées. 
Sage mesure... 

Outre l'exploitation des dons froebéliens, il y avait les travaux manuels, le mo- 
delage, les nombres, les couleurs, les chants, la gymnastique, les jeux, le langage. 

L'Etat de Sâo Paulo a donc été le pionnier dans le domaine de l'éducation pré- 
scolaire, non seulement en fondant le premier jardin d’enfants, mais aussi, plus 
tard, en 1950, en créant un département que l’on a appelé “Service d'éducation 
pré-primaire”. 

Rio, qui fut, jusqu'en 1961, la capitale du Brésil, n'a eu son premier jardin d'en- 
fants officiel qu'en 1912. Toutefois, dès 1905, fonctionnait, au Collège Jacobina, 
une classe de jardin d'enfants, copiée sur celles de Sáo Paulo. Ma tante y avait fait un 
stage et en rapporta le matériel froebélien qu'elle utilisa ensuite. Pendant la pre- 
mière moitié de notre siècle, les autorités municipales de Rio n’ont maintenu que 
trois jardins d'enfants isolés et quelques classes maternelles annexées aux écoles 
primaires. Plusieurs de ces dernières ont été supprimées pour faire place à des 
classes d'alphabétisation!. . . 

Au cours de ces vingt dernières années, les jardins d'enfants privés se sont mul- 
tipliés. Ce changement s'explique par la transformation qui s'est opérée dans la 
vie familiale, à cause de l'évolution de l'habitation et du travail de la femme. 
La population de Rio s'est accrue à une vitesse incroyable; les riches maisons parti- 
culières ont été démolies et, à leur place, surgirent de hauts gratte-ciel, avec de 
petits appartements... Les jardins d'enfants, devenus nombreux, ne sont pas tou- 
jours de grande qualité! Les familles y envoient quand méme leurs enfants: il n'y 
a pas de place pour eux dans les appartements... 

Le mouvement de l'OMEP a joué un grand róle pour l'amélioration de la péda- 
gogie préscolaire, en aidant, surtout, les jardinières qui n'avaient jamais eu de 
préparation professionnelle. Car les autorités n'exigeaient aucun titre spécial. 
Plusieurs cours différents ont été organisés et ils ont été bien fréquentés, 

Précédemment, il n'y avait, à Rio, qu'une seule école privée pour la formation de 
jardinières: le Collège Bennett, de la mission méthodiste. Le Collège Jacobina en 
créa une autre qui a pris un grand développement et qui est, aujourd’hui, un Ins- 
titut d'Education, puisqu'elle organise aussi des cours d’orienteurs et de directeurs 
de jardins d’enfants , ainsi que des cours de spécialisation. 

Un phénomène semblable se passe dans toutes les villes. Pourtant, le problème 
brésilien n’est pas résolu. Beaucoup estiment que le jardin d'enfants est destiné 
aux enfants riches. Or, il est encore plus nécessaire aux enfants pauvres et, au Brésil, 
ils sont 17 millions; 300.000 seulement reçoivent une éducation préscolaire! ; 

Le méme phénomène se passe dans les autres pays de l'Amérique latine. À Paris, 
en 1966, lors de l'Assemblée générale de l'OMEP, les représentants de ces pays ont, 
pendant les débats des commissions, proclamé la nécessité de se réunir, afin de 
discuter comment venir au secours des enfants dans la misère, donc mal nourris et 
malades. Quel sera l'avenir de ces pays si, comme au Brésil, 4294 de leur population 
ont moins de 14 ans et sont dans de telles conditions de vie? Est-ce que nous pouvons 
avoir l'illusion de faire quelque chose pour nos pays, en nous dévouant uniquement 
à nos jolis jardins d'enfants, tout en oubliant d'autres qui sont dans les quartiers 
pauvres des villes et dans les zones rurales? Paris fut une vraie prise de conscience 


et nous sommes rentrés chez nous, décidés à tenter de résoudre ce probléme. 
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J'étais, moi-même, allée aux Etats-Unis et j'y avais compris ce qu'est le “Head 
Start". Ce ne sont pas uniquement les pays en voie de développement qui connaissent 
la misére... et on ne peut pas penser à apprendre à lire à un enfant mal portant, 
dépourvu de tout, totalement démuni au point de vue de la langue et méme, parfois, 
ne réunissant pas les conditions suffisantes pour étre alphabétisé. 


TABLEAU I 


Statistique de l'enseignement préscolaire 
Evolution de l’enseignement préprimaire brésilien 


Enseignement maternel Jardins d’enfants 
Uni- Corps Inscription Unités Corps Inscription 
tes ensei- scolai- ensei- 

Année Sco- gnant Géné- Effec- res gnant  Géné- Effec- 
lai- rale tive rale tive 
res 
O 6) 

1947 27 52 1.883 1.265 1.117 2.155 68.788 54.605 

1948 30 55 1.945 1.456 1.187 2.255 73.439 58.495 

1949 35 53 1.655 1.286 1.312 2.486 79.515 64.860 

1950 31 48 1.668 1.264 1.575 2.979 94.150 76.730 

1951 52 71 1.871 1.425 1.789 3.276 111.224 88.235 

1952 50 62 1.876 1.438 1.904 3.605 118.298 95.994 

1953 46 62 1.658 1.297 2.024 3.829 123.776 102.866 

1954 C O E (—) 2.359 4.574 142.009 116.888 

1955 DB E (—) 2773 5.260 161.570 133.909 

1956 CO 0 E (—) 3.019 5.865 181.456 151.670 

1957 GA GA E (—) 3.089 6.144 181.312 154.006 

1958 c.c E (—) 3320 6.776 202.741 171.830 

1959 C9 C E (— 3579 7.460 218.972 186.076 

1960 OH 0 E (—) 3.942 8.388 244.554 210.607 

1961 © C9 C) O 4171 8946 261.327 225.333 

1962(...) C) E E (—) 4363 9.628 251.917 218.544 


Source - SEEC (Service de Statistique, d'Education et Culture). 


Observations 

(—) A partir de l’année 1953, l’enseignement maternel a cessé d’étre compté 
séparément et a été intégré dans les statistiques des cours enfantins. 

LI Le cours est pris comme unité scolaire, au lieu de 1 “établissement,” qui peut 
être composé d’une ou de plusieurs des dites unités, opérant chacune avec une 
certaine autonomie et se distinguant entre elles par la spécificité de leurs 
objectifs didactiques et par des caractéristiques particulières d'organisation 
et de fonctionnement. 

(..) Les enseignants sont comptés autant de fois que les universités dans lesquelles 
ils fonctionnent. 

(...) Les données de l'Etat de Bahia ne sont pas incluses. 
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Il fallait faire quelque chose au Brésil, il fallait aussi encourager les pays voisins à 


nous imiter. 


Le Comité national brésilien de l'OMEP en a pris l'initative: nous avons projeté 
une Rencontre interaméricaine qui discuterait les problèmes de l'enfant à l’âge 


préscolaire. 


TABLEAU II 


Distribution par Etais 
de l'enseignement préprimaire brésilien 


ne ————————"—"—"—— mama? 


Unités Corps Inscrip- Inscrip- 

Etats de la Fédération scolaires enseignant tion tion 
générale effective 
District fédéral 3 4 98 94 
Alagoas 76 166 5.740 5.086 
Amazonas 102 271 7.958 6.457 
Bahia (—) 254 436 E cal 
Ceará 217 364 9.038 8.030 
Espirito Santo 18 77 1.673 1.564 
Goiäs 201 381 14.596 11.651 
Guanabara 382 1.087 27.016 24.108 
Maranhäo 61 167 4.953 4.583 
Mato Grosso 29 49 1.497 1.242 
Minas Gerais 239 831 19,372 17.842 
Pará.(+) 42 86 2.682 2.430 
Paraíba 53 123 3.213 2.895 
Paraná 238 597 15.545 13.566 
Piauí 19 38 1.035 921 
Rio de Janeiro 233 1.039 20.468 19.017 
Rio Grande do Sul 594 963 26.831 22.621 
Rio Grande do Norte 55 151 3.788 3,274 
Santa Catarina 98 207 6.173 5,489 
Sáo Paulo 1.175 2.021 63.317 52.946 
Sergipe 33 81 2.144 1.991 
Acre 10 24 648 580 
Amapá (+) 7 11 578 440 
Rondónia (22) Gol (..) (.+) 
Roraima 2 10 420 352 
Pernambuco 222 444 13.134 11.365 
Total pour le Brésil 4.363 9.628 251.917 218.544 


Source - SEEC 


Observations: 


(+) - Données de 1961 


(—) - Données non disponibles 


(..) - Inexistants 
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“Le nouveau-né, jusqu'à deux ans, a les crèches, les asiles; l'enfant de sept ans 

va à l'école. Mais l'enfant entre deux et sept ans est pratiquement abandonné.” 

Ces paroles prononcées au cours d’une séance de notre Cours normal de Jardi- 
nières d’enfants, à la Croix-Rouge, par le directeur du Département national de 
l'Enfant, nous ont prouvé qu'il nous comprenait. 

Grâce à son appui, à celui de la Fondation nationale du Bien-Etre du Mineur 
de la Légion brésilienne d’Assistance, du FISE (United Nations Children's Fund), 
du SESC (Service Social du Commerce) et d'autres encore, nous avons pu réaliser 
une “Rencontre” au cours de laquelle nous avons discuté nos problèmes. Elle compta 
à peu près cinq cents participants; tous les Etats du Brésil y étaient représentés, 
mais peu de pays américains: Uruguay, l'Argentine, le Vénézuela. La FISE, 
l'Institut interaméricain de l'Enfant, l'USAID avaient envoyé des représentants. 

Le Brésil a préparé une brochure sur les thèmes de la Rencontre: Comment 
organiser les services pour prendre soin des nécessités de base de l'enfant préscolaire 
dans les pays en voie de développement. 

Ce thème principal fut divisé en cinq sous-themes: 

I. Concept du "préscolaire" 

II. Besoins essentiels 
Famille 
Développement émotionnel 
Santé et alimentation 1 
Education 
Habitation 
Récréation 
III. Politique sociale face aux nécessités 
Protection légale du préscolaire 
Prévention générale et spéciale 
Le préscolaire et la planification globale 
Union des organes gouvernementaux 
Coordination des programmes — Oeuvres et services 
Ressources financières : amplification 
Moyens de communication À 
Participation des professionnels pour la formulation et la réalisation de la 
politique préscolaire 
IV. La Communauté et le préscolaire 
La Communauté comme instrument et véhicule dans la formation E 2 
politique d'éducation préscolaire à travers: 1 
les institutions, 
les groupes sociaux. 
Unités éducatives du préscolaire pour enfants normaux ou handicapés: 
nature, 
aspect physique 
régime 
organisation et fonctionnement 
Politique du personnel { 
formation 
d recrutement et sélection 
perfectionnement F 
volontariat 
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V. Coopération des organismes internationaux et étrangers 
Face au développement 
et à la planification 
Face au problème du préscolaire 
Un Comité de Direction et une Commission technique ont été créés. Celle-ci 
s’est réunie tous les quinze jours, depuis janvier 1967, jusqu'en juillet 1968. 


Conclusions et recommandations 

I. Concept de “préscolaire” 

On accepte la désignation * “préscolaire”, seulement comme terme de communication, 
sans la limiter à l'aspect scolaire; il ne s'agit pas, uniquement, d'une phase pré- 
paratoire, mais d'une dynamique psychosomatique intense et singuliére, avec des 
répercussions irréversibles à l’âge adulte. 


II. Besoins essentiels 
Comme une unité fonctionnelle, l’enfant a les besoins suivants: 

— Sécurité matérielle et émotionnelle, en toute plénitude; 

— Amour et compréhension des parents et rapports affectifs avec les membres 

des différents groupes auxquels il participera graduellement; 

— Liberté de construire son monde à lui, par le jeu, et de rechercher un équilibre 

entre ses élans, ses désirs et ses intérêts; 

— Sécurité intellectuelle, obtenue à travers des formes cohérentes de penser, 

fondée sur la sécurité matérielle et émotionnelle. 

Les conditions précaires de l'existence actuelle d'une grande partie de la popu- 
lation ne permettent pas à la famille de trouver des moyens favorables à son af- 
fermissement, tels que de justes possibilités de travail, d'habitation, d'éducation, 
d'alimentation, de santé, etc., ce qui la rend incapable d'accomplir sa mission comme 
cellule fondamentale de la communauté. Il est donc indispensable de procurer, à la 
famille, toutes ces conditions, afin que, bien organisée, elle puisse être l'appui de 
l'enfant, qui, dans ces seules conditions, aura la garantie de son développement et 
de son bien-étre. 

Le bien-étre de l'enfant est sous la responsabilité directe de la famille et indirecte 
dela communauté et de l'Etat, à tous les niveaux gouvernementaux. Les problèmes 
du préscolaire, multiples et complexes, exigent la planification et l'extension de 


programmes qui permettent la croissance et le développement de cette forme 


d'éducation. Des mesures concrètes se révèlent nécessaires en vue de développer la 
partir de matières premières 


production d’aliments riches en protéines, fabriqués à 
nationales d'acquisition facile à de bas prix. y 

On souligne l'urgence de rendre la communauté consciente de la nécessité de 
participer, à tous les niveaux de planification et d'exécution des programmes. 


Les organismes qui ont le soin des enfants devront étendre leurs activités à l'en- 


fant préscolaire, en s’outillant exprès, à cette fin, au point de vue du matériel et du 
personnel. 

L'établissement d'une politique sociale en vu! 
laire implique, sur le plan national: 

— la revision des lois et des plans existants; i 

- la vérification de leur validité actuelle; 

— l'application des lois et dispositions existantes; 

- la reformulation de la dynamique que la situation demandera. 


e de l'éducation de l'enfant présco- 
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Pour atteindre ces objectifs, il faut la participation d'équipes pluri-discipli- 
naires spécialisées, chargées d'évaluer et de perfectionner le personnel, y compris 
les volontaires. 

Il est, en outre, nécessaire d'établir un systeme de coordination et d'intégration 
des programmes aux différents niveaux publics et privés, afin d'éviter les doubles 
emplois et les lacunes, sources de la déperdition de ressources humaines et finan- 
cières. 

Comme c'est à la famille qu'appartient directement l'éducation des enfants, elle 
doit être aidée de différentes manières: notamment au moyen de subsides financiers 
provenant de la communauté, de l'Etat et, dans certaines conditions spéciales, 
des organisations internationales. 

L'aide étrangère est valable, quand elle respecte les objectifs nationaux de dé- 
veloppement, ne freine pas l'esprit d'initiative et ne blesse pas la dignité et le res- 
pect des citoyens. Cette aide doit venir, de préférence, sous forme de biens de pro- 
duction et d'aide technique, quand elle est sollicitée, et elle doit étre graduellement 
dispensée. 

Dans l'établissement d'une politique sociale, on doit veiller aux aspects démo- 
graphiques régionaux; il faut prévoir des études et des programmes de planification 
de la famille. 

L'inclusion, dans le Plan national d'Education, de programmes préscolaires de- 
vra prévoir la création d’unités- laboratoires intégrées (unités de soins journaliers - 
crèches — écoles maternelles), quand l’exigeraient les conditions socio-économiques 
de la famille, 

Ces mesures doivent s'étendre à l'enfant handicapé, que l'on ne coupera pas de la 
famille et des enfants normaux. Des unités exclusives pour les enfants handicapés 
se justifient quand le degré de déficience est élevé. 

Pour les enfants dépourvus de famille, la communauté et l'Etat doivent organi- 
ser des services d’adoption et de placement dans des familles. 

Les moyens de communication de masse seront intensément utilisés pour faire 
connaître le programme de l'éducation de base, notamment les différents aspects 
touchant l'enfant d’äge préscolaire. 

Ces conclusions montrent que la "Rencontre" est le commencement d'une entre- 
prise de dévouement et de collaboration entre différents organismes. 

Le Comité national brésilien collabore déjà étroitement avec le Département 
national de l'Enfant, la Légion brésilienne d'Assistance, la Fondation nationale du 
Bien-Etre de l'Enfant. D'autres demandent aussi sa collaboration. 

Il y a beaucoup à faire et nous ferons de notre mieux pour diffuser l'éducation pré- 
scolaire, dans les milieux économiquement moins favorisés. 

Les associations d'éducation préscolaire des Etats du Brésil, associées à notre 
Comité, élargiront notre cercle d'action. On peut aussi compter sur les élèves di- 
plômées par le Collège Jacobina et le Collège Bennett. Nous espérons aussi la colla- 
boration de celles qui se préparent à l'Institut d'Education de l'Etat. Nous essaye- 
rons aussi d'atteindre les autorités qui ne comprennent pas toujours la portée de 
l'éducation préscolaire pour l'avenir de notre pays. 

C'est une croisade qui commence. Nous la ménerons à bonne fin, avec courage et 
persévérance! 

Laura JAcoBINA LAcoMBE, Rio de Janeiro 


PRESCHOOL EDUCATION IN THAILAND 


Historical Background 

In a society where people of different generations live together in a close family 
unit, education for the very young is looked upon as a family affair. It was because 
of this concept that, although the Compulsory Education Act was passed in 1921 
for the elementary level, the thought of providing education on the nursery or kinder- 
garten level had not occurred to the Thai. The scarcely existing preschool education 
of those years was another form of literary learning to help the children upon en- 
tering Grade I. 

In 1937, the Ministry of Education, realizing the significance of education in the 
early years, had started the programme by providing scholarships to young women 
to pursue kindergarten teacher training in Japan. Upon the student’s return in 
1940, the first kindergarten school in Thailand was established. The following year, 
the Teacher Training College for kindergarten teachers was founded. Immediately 
after the first group of student teachers from the Kindergarten Teachers Training 
College graduated, another five kindergarten schools were opened in five different 
provinces. 

In 1942, despite the war, official letters were sent from the Ministry of Education. 
to several provincial education officers, suggesting the possibility of establishing 
one model kindergarten in each of those provinces. In that same mail, advice, 
books, and brochures about kindergartens were included. 

To begin with the plan, several scholarships of one year study were offered to 

the elementary teacher training graduates to study in the Kindergarten Teacher 
Training College. The return of the kindergarten teacher training graduates from 
abroad made this plan possible. From then on, there was an increase, though slow, 
in the number of the kindergarten schools and the kindergarten enrolment every 
year. 
The opening of each new kindergarten demands more trained teachers. Con- 
sequently the Kindergarten Teacher Training College was expanded to meet those 
demands. In 1957, the curriculum requirements for the Kindergarten Teacher 
Certificate were extended to two years to include basic general education courses 
and some additional professional courses. The standard of the graduates was raised 
to the equivalent of junior college level. 


Policies and Practices 

The principle considered as a foundation of the preschool education policies and 
practices, is that individual development needs to be built on a firm foundation 
of good health and the best background of experiences. Recognizing this principle, 
the Ministry of Education had stated the importance of preschool education as the 
first of four levels in the National Scheme of Education, 1960. i 

Though important, the preschool education, to make it satisfactory, 18 costly, 


The four-year compulsory education had been a great burden to the government. 
The extension of elementary education from four to seven years had added a grea- 
hool education remains non-compulsoy. 


ter burden of responsibilities. Thus, presc ; 
However, the government has the policy that in each of the 71 provinces through- 
out the country, there may be one state-owned kindergarten which will serve as a 
model to those who may wish to establish kindergartens of their own. 

The state-owned kindergartens provide two years of education for the 34 to 
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the 5} year-olds who will move on to Grade I in the elementary school. The Spe- 
cial Education Division of the Elementary Education Department is responsible 
for this type of school .The purpose of the kindergarten is (a) to prepare the child- 
ren for all self-help activities, (b) to promote individual development in the phy- 
sical, intellectual, social, and emotional spheres, and (c) to prepare the children for 
the elementary schools. The curriculum includes social study, nature study, Thai 
language, arithmetic, practice in using the five senses, music and rhythm, physical 
exercise and art activities. The three R’s were introduced late and very moderately. 
The methods used are mostly play method, expressions, and group activities. 

This type of school calls for an investment and therefore is expensive. Most 
parents cannot afford this type of school. Nevertheless, urgent demands for pre- 
school education prevail. As a result, the Ministry of Education has set up another 
type of school, the pre-primary schools, which are sometimes called the infant 
classes. The infant classes admit children between five and seven years old for one 
year’s education before moving them on to Grade I. This type of class is attached to 
the government’s free and compulsory elementary schools and is, therefore, pro- 
vided free. At present the Ministry of Education encourages the establishment of 
this type of infant class, particularly in the areas where the two-year kinder- 
garten schools are scarce, and in the communities where pupils have special lan- 
guage problems. The methods of teaching used are similar to those of the two- 
year kindergartens. 

At present, owing to financial limitation, lack of trained personnel, equipment 
and supplies, the expansion of both the two-year kindergartens and the infant 
classes, is slow. The 1967 statistics showed that throughout the kingdom, there 
were 63 government-owned kindergartens with 34,249 pupils and 819 teachers. 
During 1968 there were 68 schools. The goal of 73 schools in all 71 provinces is 
expected to be achieved in 1971. The free infant classes numbered 550 with 16,428 
pupils. The Bureau of Private Schools’ figure showed 297 kindergartens with 64,528 
pupils and 2,790 teachers. 

Standards are developed and maintained through various channels and in several 
areas. The private schools, under the Private School Act, report their practice and 
progress to the Division of Private Schools in the Ministry of Education. They are 
subject to official inspection and supervision. 

The state-owned kindergarten operates under the administration and super- 
vision of the Elementary Education Department of the Ministry of Education, 
determines the admission policies, length of school terms, size of classes, physical 
facilities, school programme, and the qualification of teachers. 

The infant classes attached to the demonstration school of the teacher training 
colleges, not mentioned earlier, are very small in number. This type of school 
is organized and administered through the teacher training colleges by the Depart- 
ment of Teacher Training. The policies are set up separately by the Teacher Trai- 
ning Department. 

By way of guidance, the Department of Elementary Education had published 
the following literature: 

a) Guide Book to Kindergarten School Organization, 

b) Curriculum Guide for Kindergarten I and II, 

c) Teacher's Handbook for Infant Classes, 

d) a set of nine handbooks for organizing classroom experiences in the kindergarten. 

These books are distributed to all the kindergartens and to interested persons 


upon request. 
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Projects and Obstacles 

Findings from a joint study made by the Bangkok Institute of Child Study and 
the Department of Elementary Education, Ministry of Education, on the levels of 
educational achievement of elementary school children, show that, throughout 
the nation, the children from the agrarian families attained lower average achieve- 
ment scores than the children from families of different professional status who 
reside in the town. This constitutes the basic idea that, given opportunities and 
experiences, the rural children might achieve better educationally and thereby 
develop fuller mental capacities. 

With this hypothesis, the Department of Teacher Training has launched a pro- 
ject, Head Start, by admitting children of preschool age to a special programme in 
the rural elementary schools for the purpose of providing developmental experi- 
mentsin social studies, language, and others. 

The programme started in 1967 was to provide a three-months special course 
training to 27 selected teachers from teacher training colleges all over the country, 
The purpose was to set up a nursery and child care centre in every teacher training 
college. The three-fold purpose of the centres are (a) to provide education and proper 
care for the children in that area, (b) to set an example to the community, and (c) 
to pass on the ideas and practices in child care and guidance to the teacher training 
students. 

The second group of the three-months special training was joined by five students 
from the Ministry of Public Health. Upon their return, these five students were 
sent to five cities in the North and the North-East provinces. The child centre 
established by the Ministry of Public Health had put more emphasis on the nutrition 
than on education. 

This three-months special training gained the interest of the Community De- 

velopment Department of the Ministry of the Interior, and the support of UNI- 
CEF. The project then included students from other departments. During the past 
two years, the Department of Community Development has sent six groups of 
20 students each. The returned students were sent out to various provinces to or- 
ganize a new child care centre. At present 24 centres have been opened. The main 
purposes of the centres are similar to those of the Ministry of Public Health. in 
that the children are to be provided with care for good health and proper nutrition 
however, with added emphasis on the development of personalities by organized 
play. 
The reaction of the communities on the Project Head Start had been sounded 
out by way of community meetings. The results are encouraging. Most parents 
agree that their children are in proper care and become healthier. They feel that 
they can attend to their jobs better, and that their children have received the basic 
education they failed to provide. Thus, the Project Head Start has been looked upon 
as a programme that serves the needs of the communities. E 

Obstacles to the expansion of preschool education are the lack of trained per- 
Sonnel and the attitudes of the parents. E 

It is true that Thailand ii more teachers at all levels. Attention had been 
given to the elementary, the secondary and the higher education levels. Least 
Suspected is the fact that, at elementary level, teachers are much needed in the 
Tural areas but not in the cities, whereas at kindergarten level trained teachers are 
much needed in the cities no less than in the rural areas. ) x 

Another obstacle to the administration of the kindergarten is the parental atti- 
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tudes. Most parents believe that{schools are the learning agencies’ofithe three R’s 
and voice their opinions openly. This interferes with the government’s attempts to 
set up model-kindergartens. Not satisfied with the demands, some parents expected 
the modern kindergarten to teach foreign languages. Many private schools yielded 
to the wishes of those parents and caused an issue of curriculum organization at 
this level. 

There is no doubt that preschool education in Thailand/is in the initial stage. 
Much has to be done, both in quality and in quantity. To set the right direction 
for improvement, studies in preschool development, in curriculum, in organi- 
zational pattern, in buildings and equipment, and other fields are much needed. 
Until findings from the studies can be utilized, preschool education is left with a 
gap between the present situation and the ideal expectation. 
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SOME EXPERIMENTS IN TRAINING PERSONNEL 
FOR THE EDUCATION OF YOUNG CHILDREN 
IN THE BRITISH CARIBBEAN 


The Setting — Place and People 

The islands and territories known as the British West Indies are situated in the 
Caribbean Sea, between the mainlands of North, Central and South America. 
They stretch in a great semi-circle, from British Honduras (Belize) in Central Ameri- 
ca, through Jamaica and the Cayman Islands to the Leeward and Windward 
Islands, Barbados and Trinidad to Guyana in the north of South America. These, 
with other islands now French, Dutch and American, were discovered in the late 
15th and 16th centuries and settled by Europeans, chiefly French, Spanish, 
Portuguese, Dutch and British. During the course of history many of these islands 
have changed hands; the places we are concerned with have been British colonies 
for upwards of 200 years, many of them for more than 300 years. Today Jamaica, 
Trinidad, Barbados and Guyana are independent within the Commonwealth, the 
Windward and Leeward Islands are “in special relationship" with Great Britain, 
and only the British Virgin Islands are now colonies. = 

Very few of the original inhabitants now remain except in the mainland terri- 
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tories. Within the first century after settling, the European landowners began 
importing slaves from Africa, and this continued for some three hundred years 
until Africans far outnumbered the white population. Since Emancipation in 1834 
numbers of East Indians and Chinese came as indentured servants, while other 
immigrants have come for various reasons, Jewish and Polish refugees, Syrian 
traders, English as civil servants and government officials, Americans and Canadi- 
ans on business, and as tourists. The population of the British West Indies is there- 
fore multi-racial, there has been and continues to be a fair degree of inter-marriage, 
and there is now no segregation by race, colour, or religion. The great majority 
however, are of African Negro descent; those of European or Asian stock, or mix- 
tures of any of the above, are the minority, although sometimes a substantial 
minority. 


Education 

In coming to consider the present situation concerning the education of young 
children in the West Indies, there are two important points to bear in mind: 
1) The idea of popular education began after Emancipation, when missionaries of 
various denominations from England set up schools for the children of newly 
freed slaves. The first teachers were therefore English, and they brought with them 
methods of organisation and of teaching and curricula then current in English 
schools. Since then, education in the West Indies has followed the English pattern, 
although poverty and lack of experience have often held up progress. It is possible 
to find there educational situations today such as existed in England fifty or even 
a hundred years ago. On the other hand, efforts are being made to speed up pro- 
gress and developments may be seen which are those of England during the past 
twenty years. 
2) Although the above is true of all the British West Indies, there are considerable 
differences between the different islands and territories. Each has its own govern- 
ment and administers its own internal affairs, and differences in the economy, in 
the extent of religious control, in terrain, in ease of contact with the outside world, 
have given rise to differences in education which make general statements almost 
impossible. For the purposes of this article, therefore, I shall take examples of what 
is happening today in widely different islands. 


Education of Young Children 

Inall the islands and territories (except Jamaica, which will be treated separately) 
free education is provided for children from five to fifteen. There are generally 
not enough places for all children, so education is not compulsory. $ 

The youngest children, from five to seven or eight, are in “Infant Schools or clas- 
ses”. I shall, in this article, use the English term “Infant” to designate children of 
this age Tange. 5 

In almost all the islands, infant classes are very large. Especially in urban areas 
Classes of seventy, eighty, even a hundred little children may be found with one 
teacher. In many cases several of these classes occupy one large room, with no 


Partition between them, and there may also be classes of older Finis in the d 
School-room. i i hi and old-fashioned; often there are only 
ee o e or work on. There is little 


benches for the infants, with no desks or tables to writ [ i 
if anything in the way of apparatus or materials for handwork, pictures and boo 
are in very short supply. Worst of all perhaps, there is usually a lack of space. 
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Children sit closely packed together, making any kind of activity virtually impos- 
sible. Teaching methods therefore tend to be mainly verbal, the whole class chan- 
ting together rhymes and hymns, letters, tables, spelling and moral precepts, 

Even in the most prosperous West Indian communities, barely half the teachers 
have been trained, and of these very few have been trained to teach infants. Almost 
all teachers begin as untrained pupil teachers or probationers, in some cases as 
young as fifteen years old. There is a general tendency to place the youngest least 
experienced teachers with the youngest children. Their efforts are mainly directed 
to keeping their little pupils quiet and docile. The West Indian child’s first lesson 
is “Sit still. Keep quiet. Do as you are told”. 

This grim picture of infant education in the Caribbean is not, of course, the whole 
picture. It is possible to find, here and there, new schools with separate classrooms, 
where children sit on chairs at little tables, and where there are pictures, flowers, 
crayons and modelling clay, where children are more active than passive. For 
children of the privileged classes, too, there are private nursery and kindergarten 
schools, sometimes with Froebel trained teachers. These are sometimes attached to 
secondary high schools or convent schools, and compare favourably with similar 
schools in Europe, but their fees put them beyond the reach of most children. 

These better opportunities, both public and private, are for the minority. In 
general it is true to say that infant education in the Caribbean is very much the 
same as that which could be found in Europe a century ago. It is comparatively 
recently that there has been general recognition of the paramount importance of 
early education, and of giving skilled and highly trained teachers to the youngest 
children. 

Some of the theory and practice behind this policy is accepted by progressive 
educators in the West Indies, and numerous efforts are being made to help teachers 
to better understanding of the needs of children and to improve their methods of 
teaching. Such efforts must depend on the place where they are made; what is pos- 
sible or suitable in one island would be of little use in another. Each government 
must find its own way to improvement. I propose therefore to give several examples 
of what is being done in different islands. 


Grenada 


The school situation in this island is still very much what I have described above. 
Until very recently it was complicated by two factors. The first was the custom of 
admitting children under the age of five, on the pretext that otherwise older broth- 
ers and sisters would be kept at home to care for them. These children were not 
registered, and no provision was made for them in space, furniture, or teachers, 
they simply added crowded little bodies to the lowest class in the infant school. 
The second factor was the custom of grading children by achievement. This meant 
that the few bright children, who could learn in spite of adverse conditions, were 
promoted rapidly, and at nine or ten might be at the top of the school. Those who 
could not learn, the majority, remained in the same class year after year. Conse- 
quently the infant classes often included children of nine or ten, even twelve or 
thirteen. 


A Typical Class 


I remember an infant class in one of the “best” schools in the island, where I 
was taken by the Chief Education Officer. The first infant class was at one end 
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of a long room filled with other classes. There were eighty children in this class, 
including a number of four-year-olds. These crowded onto the benches with other 
children where they could, or sat on the floor, or on the edge of the platform, or 
stood against the wall. I was told, “They can listen to what the older children are 
taught and they will pick up something”. The “infants” of five and six filled the 
benches, with a proportion of older children. The teacher was aged sixteen, a for- 
mer pupil of the same school. She had a blackboard as her sole teaching apparatus, 
and on it was written “Tom had an ant. The ant was on”. This filled the board, 
there was no room for more, so we did not know what the ant was on, if indeed any- 
one cared, The children read this in chorus, again and again, while the teacher 
pointed to each word in turn. This was their reading lesson for the day. 

At this stage in Grenada’s history, help had become available from the Centre 
for the Study of Education in the University of the West Indies, to which I was 
attached, and I was invited to visit and report on the state of education in the 
island. As a result of this, and of a similar visit by R. N. Murray, Educational 
Adviser to the then Federal Government, determined efforts were made to limit the 
age of entry to five years and to introduce more reasonable organisation into the 
schools. This was a slow process, neither the schools nor the general public were 
teady for any sudden and radical change. The first step seemed obvious, to give to 
the teachers of young children some understanding of their needs and of how to 
help them. At the same time it was important to educate public and professional 
opinion on the subject. 


A Course 

Help for the teachers must come first. Barely 10% of all the teachers in the 
island were trained, and none trained to teach young children. The government 
now found a limited sum of money available for teacher training, and asked the 
Centre for the Study of Education, U.W.I., for a course of training for infant 
teachers, This was organised as follows. À 

We began by engaging two or three large rooms in which a demonstration school 
could be established. A domestic science centre nearby lent rooms that could be 
used for student classes, and books were ordered for a small library. The local 
officer in charge of woodwork teaching agreed to have made a supply of small 
chairs and tables, easels, sand trays, a water trough, and frames for a shop and play- 
house, Teaching materials were ordered and scrap paper and other oddments col- 
lected. Mrs. Maude Hart of Shortwood College in Jamaica was then on leave and 
agreed to direct the course. Miss King and Miss Murray were generously lent by the 
government of Barbados to assist her. AUS 

Twenty-eight teachers from Grenada, and two each from the neighbouring islands of 
Carriacou and St. Vincent also came. All these were teachers in charge of infant 
Classes; they ranged from Pupil Teacher to Head Teacher, and their varied attain- 
ments and experience were recognised by grouping within the course. According 
to the Director’s Report, “They started off very unsure of themselves, and Soe 
Very little of the importance of their work in the training of young cag 2 E 
Bs child being the least thought of in the planning and organisation of their 
Schools”. 

Because this was known to be so, the work of the course centred round the 
Study of children, and the organisation of the practising school to meet their needs. 
Great stress was laid on this aspect, so that, by actually seeing and doing, the 


114 COMMUNICATIONS — BERICHTE — COMMUNICATIONS 


teachers could come to realise the need for grouping children into Nursery Class (4+), 
Readiness Class (5+) and Formal Class (6+). During the first week the school- 
rooms mentioned above were cleaned, and the students made simple furnishings 
and apparatus to provide a suitable environment for the Nursery Class. There 
were flowers and pictures, a sand tray, corner for house-play etc., and in the second 
week thirty-two children of four and five moved in. For two weeks these children 
settled into their new environment, the students in turn observing them and stu- 
dying their behaviour and needs. They could understand then the need for further 
grouping, when those of 4+ (12) were put into one group, and those of 5+ (20) into 
another. The nature of the work with this latter group changed gradually into 
making it a Readiness Class. Three weeks later a group of 6+ (22) moved into the 
second room. Then the students could see the stages of work which each group 
really needed and how they differed from each other. This simple organisation, 
taken for granted in any English Infant School, was an amazing change for teachers 
accustomed to the “infant” classes previously described, which might comprise 
children of any age from three or four to twelve or thirteen. 

The running of the school was always in the care of the tutors, who occasionally 
demonstrated new methods or techniques. Each week’s work was prepared in 
advance, and each day a student was helped individually to take charge of a group 
throughout the day. Those who were not teaching observed, at first for short 
periods, and later for longer periods or for special points. Full discussion followed 
each demonstration or observation. At first the students were afraid to voice any 
opinion, but gradually they began to ask questions and make comments, to learn 
actively for themselves. 

Besides the work in school, and closely linked with it, there were lectures and 
practical work, introducing relevant child study, and the beginnings of teaching 
numbers and reading. Special attention was given to the development of language 
in children, and to the collection of suitable stories and poems. Music was intro- 
duced through singing, movement, and percussion bands. Projects were worked 
out in reading and number, and apparatus made for these. Expeditions were taken 
for the study of nature and the social environment, to the sea, to a shop, and to the 
Botanical Gardens. A regular programme of films on child development and on 
various aspects of the education of young children was shown, and students were 
encouraged to read in the special library provided .A Nursing Sister gave a talk 
on the health side, and health films were shown. 

In such an atmosphere of interesting hard and creative work, sharing ideas, 
using imagination, reading and thinking, the students became alert and confident, 
ready to face problems. They were eager to find out more about the children with 
whom they would work. 


Publicity 

This new attitude, however, was not enough. All too often the enthusiasm aroused 
by such a course dies away when the student returns to the old frustrating environ- 
ment where she alone has to try to spread the new gospel. There was danger that 
head teachers, or older teachers, might greet the new ideas with lack of sympathy 
or understanding, even with hostility, and that education officers and parents 
might object to methods where children seemed to be playing instead of learning. 
Public and professional opinion needed to be enlightened; therefore after the fifth 
week, head teachers from all the schools that had sent students to the course were 
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invited to visit the demonstration school. They came with interest, many came 
every week and brought other teachers from their schools. Education officers and 
inspectors of schools and members of the Legislative Council were also visitors, and 
the press was invited and gave full and sympathetic reports. Towards the end 
there was an Open Day for the general public when not only the school was on 
view but the apparatus and teaching aids the students had made, their anthologies 
of poems and songs and stories, nature collections and books. For all these visits, 
tutors and students were on hand to explain what was being done and to answer 
questions. 

The result of this publicity was an upsurge of real interest in the education of 
young children, and a readiness to consider the next developments, The most 
obvious were: 

1) The need to re-organise and re-group classes in the infant schools, moving 
older children to lower classes of the primary school. 

2) Special teachers for the under fives. 

3) Follow-up courses for the students of this course, to give further help and sup- 
port. 


The Outcome 

The interest aroused was not to die away. By 1962 it was possible to exclude the 
under-fives from elementary schools, making the education of five year olds just 
a little more possible. It had not so far been feasible to festablish nursery classes or 
nursery schools for the under-fives, but the need has been recognised and there are 
several such schools now run ona voluntary basis. These include two good kinder- 
gartens for sixty children run by the Catholic church. The other obvious need was 
for training similar to that of the course, for all infant teachers, and the government 
voted, from its very limited budget, a sum to provide a trainer and supervisor of 
infant teachers for the next three years. Accordingly a well-trained and experienced 
lady, Miss Evelyn Hordatt, from Trinidad, was appointed and the following or- 
ganisation was established, A small building was set apart and equipped as an 
Infant Training Centre, and a group of thirty five teachers from Infant Schools was 
drafted in for a twelve week course. Miss Hordatt was assisted by two {teachers 
who had had a year’s special training in infant education in England. The course 
followed very much the pattern of the first course, except that there was no de- 
monstration school. Each teacher was encouraged to make apparatus to take back 
to her own class, and visits for observation and practice were made to the local 
schools where more enlightened methods were in action by teachers already trained. 
Following this course Miss Hordatt spent the next twelve weeks in the schools, 
guiding and advising the teachers in the practical application of what they had 
learned. 

This procedure was then repeated, with furth 
1962 and 1964 some 140 teachers had attend 
every infant class in the island to be taught by 
Moreover, the regular visits by Miss Hordatt served to help the teachers to En 
up their standards and to develop and to improve. She tackled the qued ei 
Over-age children in the infant school by discussing individual cases with 2 "s 
teachers and gradually classes are being reorg ised on an age basis. Tto is ii 
hardly possible today to find a class such as that I have described as typica! ten 


er batches of students, and between 
ed, and it was possible for almost 
a teacher with some training. 
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Further Training 

This is a truly excellent achievement for a small and impoverished island strugg- 
ling to emerge from a long period of backwardness and neglect. But no one can 
agree that a training course of ten or twelve weeks is sufficient, even when followed 
by expert supervision and advice. Some of the teachers who have been through 
this course, therefore, have been able to attend a one year course in the teacher 
training college which has been established in Grenada, and where Miss Hordatt 
gave more advanced courses in infant education. Some of the best qualified have 
taken courses at the Institute of Education, Cambridge, as Bursars under the 
Commonwealth Education scheme, and these are able to continue Miss Hordatt’s 
work in training and supervising others. Although no infant teachers in the island 
have been through the orthodox teachers’ college training of Western countries, 
here is progress and enlightenment adapted to the needs of the country, and making 
use of means that are available. 


The Latest Report 

Early in 1968 it was possible for me to visit Grenada again, and I took the op- 
portunity of going into several of the infant schools I had known earlier. These 
were chosen at random and my coming was unannounced. The changes that had 
taken place were most gratifying — I could hardly believe they were the same schools, 

In the first place, children below the age of five were no longer there, and classes 
had been graded so that children of approximately the same age were taught 
together. Classes were still large; in one school 99 five-year-olds occupied a long 
narrow room below ground level, so closely seated on benches it seemed that only 
their eyes could move. Yet the teacher, with an untrained assistant, was working 
to get the children, who had only been in school two days, divided into groups so 
they could work at different activities, some out of doors. In all I noticed some 
attempt at group work, and in all there was some kind of apparatus for children to 
handle and use. In several schools the older backward pupils had been taken from the 
infant classes and formed a “special class” for remedial teaching, and the general 
trend was in this direction. Moreover, the exclusion of three and four-year-olds 
from primary school was resulting in the creating of nursery schools or classes. 
There were already half a dozen or so, some sponsored by the Roman Catholic 
Church, some by the Save the Children Fund, and the movement was growing. 

Obviously there was much more to be done, but there was definite evidence ofa 
changed attitude to the education of young children. The need for reasonable or- 
ganisation and for special methods has been recognised, and the training programme 
I have described is helping teachers and authorities alike to make some definite 
progress. 


Jamaica 


The situation here is different from that in most other islands. Although educat- 
ion began here, as elsewhere, with Infant Schools taking children from 5 to 7 years 
old, for some time the government’s policy has been to spend no more money on 
infant education. Poverty and long neglect and rapidly increasing child population 
have left many thousands of children with no school place at all, so rightly or wrong- 
ly all resources have been concentrated on providing schools and teachers for the 
7 to 15 age groups. There are now thirty-six long established Infant Schools of 
Departments, maintained by government, for the 5 to 7-year-olds, as against be- 
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tween eight and nine hundred primary schools. Apart from the few privileged 
to attend fee-paying kindergartens, the great majority of young children in Jamaica 
either do not go to school at all, or are accommodated in “basic schools’ or “infant 
centres”. 

There are many hundreds of these voluntary schools, some sponsored by chur- 
ches or by organisations such as the Save the Children Fund or by private indivi- 
duals, and the children pay a small fee of sixpence or a shilling a week. All are poorly 
housed and poorly equipped; some four hundred and fifty such schools get a very 
small government grant and an allowance for school meals, but none can afford to 
pay trained teachers. Here is the great weakness; many of the teachers are devoted 
women, but untrained and with little more than elementary education. The teaching 
therefore follows the worst of traditional methods. With almost no books or ap- 
paratus to learn with, the children spend most of their time sitting on benches 
and repeating in chorus — hymns and rhymes, tables and number combinations, 
spelling, lists of all kinds and moral precepts called ‘memory gems”. Much of what 
is repeated is not understood, and the children’s attitude to learning becomes one 
of unthinking passivity. 

Since this is all the education most Jamaican children get before they enter 
primary school at the average age of seven, many voluntary efforts have been 
made to provide better buildings and equipment, and above all to help the teachers 
to improve their methods. The most ambitious of these is now in progress, and 
this is what is being done. 


The Project in Early Childhood Education 
Short courses of a day or two have been organised from time to time by various 
bodies for basic school teachers, and in 1964 the University of the West Indies 


Institute of Education combined with the Council of Voluntary Social Services to 


run a week’s residential course for some fifty teachers. Here they were helped to 
f young children, and 


understand a little of more recent methods in the education o 


to take part themselves in some of the activities involved. They had some expe- 
they went on expedi- 


rience in music and movement, in painting and modelling; 


tions and collected nature specimens; listened to stories and verses well read, and 


music beautifully rendered; they acted and danced; and planned and conducted 
and they 


religious services. For most of them these were entirely new experiences, 
had never imagined such things to have any part in education. Visits arranged to 
nearby friendly kindergartens showed them children actively engaged in many 
occupations, and at the same time making good progress in school subjects. By 

d”, but their eyes 


the end of the week one could not pretend they had been "'traine i 
had been opened, their ideas about children and their education were completely 
changed, and they were eager to try out what they had learned, and to learn more. 


Several of these one-week courses were organised, and € SE ene 
tically recei da ed to have such a direct impact 0! 
y received by thee ae ed to donate money to 


schools, that the Bernard Van Leer Foundation was mov 
develop and extend this kind of training, to help many more teachers and to cover 
a period of three years. This project is now in its second year, and operates as 


follows: d 
Every summer two four-weeks residential are held, each taking one 
y two Super- 


hundred basic school teachers. Instruction and training are given b dot US 
visors and four Trainers, helped by some specialist teachers and a band of U.S. 


courses 
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Peace Corps Volunteers. The teachers are drawn from four parishes (provinces) 
and when they return to their schools they take with them not only new ideas, but 
apparatus they have made, materials they have collected and devised, and Guide 
Sheets setting out topics for teaching week by week. The trainers who have worked 
with them in the course now visit each school regularly, giving help and encou- 
ragement as needed. Every alternate Friday the teachers in a group of schools 
meet each other and their trainer; they discuss the work of the previous weeks, 
exchange ideas, and go over the “Guides” for the coming week, Any new work is 
thoroughly explained and perhaps demonstrated, and the teachers go back feeling 
that they are no longer working alone and in the dark. 

The fact is that, from being completely untrained and barely educated, these 
teachers of the nation’s children are undergoing continuous training on the job. 
The results are very plain to see, as I know, having recently visited some of the 
schools within the project and compared them with the hopeless situation in which 
I first found them. A Research Co-ordinator, appointed by the Foundation, is 
constantly in touch with the work, and is using experimental and statistical tech- 
niques to evaluate the effectiveness of the project as it proceeds. 

A further development is the growing public concern with this aspect of education. 
The government states categorically that it can do no more than approve and en- 
courage voluntary effort. Everywhere in the island there is new interest in the 
education of young children, interest shown by churches, clubs, business and 
professional bodies, interest shown by the provision of new schools and the encou- 
ragement and improvement of those that already exist. There is still much to be 
done, but a way has been found, and is in operation, by which within the framework 
of the present situation, the quality of the work in these schools is being consider- 
ably improved. 

Here, as in Grenada, a system has been devised by which the untrained teachers 
of the youngest children can be given some help and training. In Jamaica there has 
been considerable external aid, from the Van Leer Foundation and from U.S. 
Peace Corps Volunteers, but in both cases the initiative and much of the work 
comes from local people, and the training procedure has been adapted to suit local 
conditions. In both cases public interest and understanding have been focused on 
e childhood, and although progress may be slow, a good beginning has been 
made. 


Barbados 


We will look briefly at the same problem in Barbados to illustrate the different 
problems that occur in neighbouring islands. Barbados has been an English colony 
since it was first settled in 1627 (it became independent in 1967) and its develop- 
ment has been politically less disturbed and economically more stable than else- 
where. Education has followed the English pattern, and at present there is free 
primary education for all from 5 to 11+, and some kind of secondary education for 
all to 15, and on a selective basis to 18. Some of the secondary schools are excellent 
by any standard. Primary education lags behind, and infant classes are often large, 
ill-equipped and lacking separate class-rooms. There are, however, some very good 
infant schools, well organised, with some trained teachers. In general, methods in 
infant and primary schools are still very formal, class-teaching is the general rule, 
and where some activities are introduced they are teacher-initiated and directed. 

Within the last decade an effort has been made to introduce a more modern 
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approach to infant education. Several of the most progressive and best qualified 
infant teachers have been selected each year, under the Commonwealth Teacher 
Training scheme, to spend a year in England at one of the Institutes of Education 
specially chosen for its courses in infant and junior education. There they have had 
expert instruction in modern methods, and have visited and observed and prac- 
tised in the best schools available. On their return to their schools in Barbados 
they are encouraged to put into practice what they had learned. 

The results, as shown by a survey made at the government’s request in 1964 and 
confirmed by recent visits in 1968, are somewhat disappointing. The returned 
teachers are, many of them, doing good work, some of their work being of outstanding 
interest. But this is, in general, limited to their own classrooms. There is no system 
by which these teachers regularly meet each other, to exchange ideas and give 
mutual encouragement and support. Nor are they used in the best way to help 
other teachers. They do, it is true, sometimes give instruction at short courses for 
teachers, but there is no follow-up, with regular visiting and supervision. 

The standard of training these selected teachers in Barbados have received is at 
a much more advanced level than that described in Grenada and Jamaica, and they 
are working in much more favourable conditions. They can, therefore, give very 
valuable help to the cause of education in their country. They could do even more 
if their individual efforts were not left in isolation, but organised in a way which 
would provide a continuous source of training and guidance to the many untrained 
and less well trained teachers in the island. 


Growth from within 
I have chosen these three examples, as I have said, to illustrate different ap- 
le in all cases is this, that when 


proaches to the same problem. The underlying princip! 
there is need to help forward the progress of education in an under-developed or 


emerging country, an obvious beginning must be made with teacher training. But 


the means by which this training is given must be related to the local situation, to 
tion at the stage where they are. 


the schools and teachers and educational situa 
That is where to begin. Advanced methods, taken wholesale from more developed 
countries, may have little impact on the school situation because they seem irre- 
levant, unreal. Help from outside sources, whether financial or professional, is 
important; in fact little can be done without it. But it is the people within a coun- 
try, especially the ministries of education and the teachers, who must select what 
is relevant, apply it, and so develop their own new educational methods and or- 
ganisation. These will be effective only if they grow from within, and are not sim- 


Ply imposed from without. 
x ErsA H. WALTERS, Newhaven, England 
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BEREITER, CARL, ENGELMANN, SIEGFRIED, Teaching Disadvantaged 
Children in the Preschool. Englewood Cliffs: Prentice-Hall 1966. pp. 312. 
64/-. 


The reviewer tends to be kindly disposed towards authors who take a long, cool 
look at existing educational practices and who are prepared to query the sanctity 
of sacred cows. If, in addition, they show themselves capable, out of their experience 
and experimental work, of formulating hypotheses which run counter to the com- 
fortable assumptions of the majority of teachers; and if they go further, and mount 
experimental programmes based on these hypotheses and designed to test them; 
then he is even likely to include them in his list of favourite authors. 

Bereiter and Engelmann have done just this. The book is based upon the work 
done over three years in an experimental preschool in Illinois. The reviewer, oddly 
enough, had read Bereiter’s 1967 research report!) before he came to read the book, 
and had admired the way in which the study developed, and how each project grew 
out of the previous one, adapting aim and method in the light of new insights. As 
the author himself says in his research report, the study ‘‘started out to be psy- 
chological and ended as a study in pedagogy”. 

The book itself falls into two parts. The first three chapters describe and defend 
the rationale and philosophy of the preschool; the remaining eight chapters deal 
with the management and organisation of the preschool, the basic teaching strate- 
gies employed, and the content and curriculum in the areas of language, music, 
arithmetic and reading. The second part is admirably practical and detailed, and 
teachers will find it of the greatest help. It is full of examples of “how to teach” 
particular elements or processes, described step by step. It is clear that the authors 
are far from being mere theoreticians: they are also experienced and skilful teachers. 
But it is the first three chapters that are of the greatest importance, since all else 
depends upon the validity of the arguments there deployed. 

These arguments are relatively simple but — at least to the majority of teachers 
and educationists — startling. Bereiter and Engelmann suggest that the methods of 
the traditional nursery school are well adapted to the needs of upper-middle-class 
children, since they “complement the influences of the privileged home” — but they 
do not duplicate them. Their success is produced, in a large part, by exerting many 
of the influences of a lower-class social environment: peer contacts rather than 
adult, non-verbal experience rather than verbal, freedom rather than regulation, 
messiness rather than neatness, present orientation rather than future, non-com- 
petitiveness rather than competition, non-teaching rather than teaching. Such 
methods, they claim, are “incompatible for a compensatory education for disad- 
vantaged children’’. What, then, should be put in their place? 

We start from the fact that the deprived child, by and large, is at least a year 
behind in practically every area of learning relevant to success in the elementary 
school. To bring him to terms of equality with the average child, in the space of 
one preschool year, demands the focusing ‘‘on those kinds of learning most crucial 

for school success’’. What is harder for the teacher to accept, however, is the co- 
rollary “that such focusing requires that other desirable educational goals be 
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abandoned or at least relegated to a definitely secondary position”. The nursery 
school, for such children, must embrace academic objectives as first priorities. 
The role of the teacher is not just to provide a rich environment and a wealth of 
experience, it is to teach, using carefully planned programmes and specially de- 
vised methods, particularly in the areas of language and reading. 

But surely we must deplore this narrowing of objectives and the abandonment of 
the concept of “education for the whole child”? Such a concept, the authors claim, 
should not embody the assumption that it can only be achieved by a “broad, un- 
focused educational program that recognises no priorities and tolerates no omiss- 
ions”. 

Failure in the elementary school is so serious that practically all else the preschool 
might accomplish — social adjustment, emotional health, favourable attitude to- 
wards school — is likely to be wiped out if it occurs. Specific learning programmes can 
foster over-all development as well as, or better than, more diverse and unco- 
ordinated activities. We should be concerned to foster the specific skills which will 
enable the child to make himself well-rounded. Language development is crucial 
here: “the language handicaps of severely deprived children can in fact be over- 
come in a year’s time, with substantial personality and social development taking 
place simultaneously, whereas there is no evidence that concentration upon some 
other goal or combination of goals is able to do so much”. 

It will be evident from these brief quotations that here we have a trenchant 
attack on “Rousseau-ism””, and one that will be liable to raise hackles — and blood 
pressure - among many educationists. For this reason it is to be welcomed, since it 
is high time that informed educational controversy moved downwards into the 
preschool area. There is much to ponder on here, buttressed as it is with examples of 
successful practice, and much material for the educational psychologist as well as 
the teacher. Sensory deprivation, and the lack of concrete learning, for example, 
are seen as largely irrelevant to the education of deprived children. Emphasis on 
social deprivation and emotional deprivation is deplored, being seen as the result 
of generalising from too few cases, of projecting the problems of older deprived 
children on to younger ones, of blaming the home for behaviour problems caused by 
school treatment (or mistreatment), and of interpreting normal lowerclass beha- 
viour as “symptomatic of severe maladjustment”. 

The careful reader will doubtless find examples of what he considers over- 
statement or exaggeration. These are understandable and excusable in an attack 
on such well-established bastions of belief and practice. The book can, however, 
be strongly recommended, not only as a stimulus to discussion and passionate 
argument among students and teachers, but also as a contribution to our know- 
ledge of child development and the early education of children. Those who are 
interested in the psychological and philosophical problems and their relation N 
research and development procedures are recommended to read the research repo 
already cited. There, Bereiter comments thatin “reaction to the preschool program 
that we have developed through the present project, we have been variously con- 
&atulated for having put into practice the ideas of Bruner, Ausubel, Hunt, Piaget, 
Skinner and Chomsky; and we have also been specifically criticized for ‘flying in 
the face’ the truths set forth by these authorities. There is nothing paradoxical T 
this: it merely illustrates the point that at the present time in early education there 
is little correspondence between the procedures and problems involved in producing 
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behavioral phenomena and the procedures and problems involved in explaining 
them’’.?) 
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CHRISTIANSON, HELEN M., ROGERS, M., LUDLUM, BLANCHE A., The 
Nursery School. Adventure in Living and Learning. Boston: Houghton 
Mifflin 1961. pp. 302. $ 5.95. 


Das für Kindergártnerinnen und Eltern geschriebene Buch fiihrt in die Ziele und 
Aufgaben des Kindergartens für die 2-4-jährigen (nursery school) ein und gibt viele 
interessante Anregungen für die Gestaltung der Spielstunden. Den Kindern sollen 
bei Gelegenheiten, die sich zwanglos aus Situationen des Tageslaufs ergeben, posi- 
tive intellektuelle und soziale Erfahrungen vermittelt werden. Das 1. Kap. bietet 
eine allgemeine Einfiihrung in die wichtigsten Merkmale amerikanischer Kinder- 
gárten, indem der Forschungskindergarten der Universitát California in Los Angeles 
beschrieben und anschlieBend die Ziele und Méglichkeiten von Kindergarten- 
Einrichtungen verschiedener Trágervereinigungen dargestellt werden. 

Das 2. Kap. leitet aus den jeweils verschiedenen Bedürfnissen 2-, 3- und 4 

jáhriger Kinder die Aufgaben des Kindergartens ab. Die Kinder sollen in einer 
entspannten Atmospháre Selbstvertrauen und Vertrauen zu andern Menschen 
entwickeln kónnen, durch soziale Erfahrungen ein Stiick Selbstverantwortlichkeit 
lernen und zur Erforschung der Umwelt angeregt und angeleitet werden. 
Das 3. Kap. fiihrt in die Gestaltung eines Ausbildungs- und Forschungskinder- 
gartens (laboratory nursery school) ein. Es enthált viele praktische Anregungen fir 
die Schaffung einer Umgebung, welche die Neugier und das Lernen reizt, für Spiele 
mit Wasser, Sand, Klôtzen, Malzeug, für Theaterspiel, Musikstunden, Begegnungen 
mit der Natur und mit Tieren. Für jede dieser an Beispielen dargestellten Spiel- 
môglichkeiten wird u.a. beschrieben, welche Bedeutung sie für die Kinder hat, 
welche Hilfsmittel dafiir nótig sind und welche Rolle die Erzieherin dabei einnimmt. 
Das 4. Kap. gilt der Beschreibung von Methoden der Aufzeichnung von Kinder- 
verhaltensweisen. Die Tagebuchmethode, die anekdotische Verhaltensbeschrei- 
bung, die selektive Aufzeichnung bestimmter Verhaltensbereiche und soziome- 
trische Verfahren sind durch Beispiele und Interpretationshinweise erläutert. 
Das 5. Kap. behandelt an vielen Beispielen ausführlich die Auswahl und Gestal- 
tung von Themen für den Lehrplan des Kindergartens nach den Interessen der 
jeweiligen Altersstufe, wobei die Inhalte möglichst reibungslos in den Tageslauf 
eingebaut werden sollen. 

Im 6. Kap. wird das Verhältnis der Kindergärtnerin zu den Kindern, Eltern, 
ihren Kolleginnen, ihre Stellung in der Gemeinde und ihre Einstellung zu ihrem 
Beruf besprochen. Ihr erstes Anliegen bei den Kindern ist es, im Kindergarten 
Umgebungen zu schaffen und eine Art von Führungsstil zu entwickeln, die der 
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optimalen Entwicklung der Kinder dient. Mit den Eltern hat sie die Aufgabe ge- 
meinsam, den Bedürfnissen der Kinder in angemessener Weise entgegenzukommen. 
Mit den Kolleginnen zusammen muB sie für eine Fundierung und Kontinuität des 
Kindergartenprogramms sorgen. Sie hat mit den Organisationen der Gemeinde 
zusammenzuarbeiten, um ein besseres Verständnis der Bedeutung der Frühkind- 
heit zu fördern. Sie soll im Beruf nicht ganz aufgehen, sondern in ihrer Freiheit 
persönliche Interessen in- und außerhalb ihrer Familie pflegen. 

Das 7. und letzte Kap. beschreibt den historischen Hintergrund der Tatsache, 
daß die Frühkindheit erst seit Beginn dieses Jahrhunderts wissenschaftliches 
Interesse gefunden hat. “Die Kindergartenerziehung ist noch so sehr in Entwick- 
lung begriffen, daß noch die größte Anstrengung aller nötig ist, um den Kindern 
ein Optimum von Erfahrungen zu erméglichen.’’ Dieser Satz gilt heute noch ebenso 
wie 1961, als das Buch erschien. 

Jedes Kapitel schließt mit einer Zusammenfassung und einer ausführlichen Bi- 
bliographie. 

Der Wert des Buches scheint mir darin zu liegen, daß es auch dem Laien verstánd- 
liche Anregungen für die Gestaltung einer kindgemäfen, gleichzeitig geistig an- 
regenden Kindergartenerziehung bietet. Eine differenzierte Gesamtkonzeption 
über die Frühfórderung im Kindergarten und Entwürfe entsprechender Lehrpro- 
gramme enthält es nicht. Solche sind ja zum größten Teil erst nach dem Erscheinen 
des Buches im Rahmen der Head Start-Projekte entwickelt worden. 


JÜRGEN STEINACK, München 


EYKEN, WILLEM VAN DER, The Preschool Years. Harmondsworth: 
Penguin 1967. pp. 144. 3/6. 


Ce livre, dont la lecture peut être enrichissante pour tous, n’est cependant pas 


spécialement destiné aux professionnels, psychologues et éducateurs. Ceux-ci HY 
trouveront pas un traité de psychologie génétique, ni une méthodologie de l'en- 
Seignement maternel, ni un inventaire critique des travaux expérimentaux con- 
cernant la psycho-pédagogie du jeune enfant. Plus modestement, ils trouveront, 
dans ce livre, un plaidoyer clair, documenté et tout à fait démonstratif, en faveur 
d'une éducation préscolaire concertée et systématique. es 

Pour faciliter le compte rendu de cet ouvrage, nous y distinguerons, arbitraire- 
ment peut-étre, trois parties. d ; 

Dans la première (chapitres 1 à 4), l'auteur pose le probléme de l'éducation pré- 
Scolaire à la lumière des données récentes de la psychologie développementale et 
dans la perspective de l'évolution de nos sociétés modernes et des exigences élé- 


mentaires d'une démocratisation effective de la culture. : 

A partir de résultats de recherches, l'auteur démontre que les premières années 
du développement de l'enfant décident très largement, et d'une façon irréversible, 
de son avenir intellectuel. A titre d'exemple, reprenons le profil de la maturation 
intellectuelle cité d’après Bloom: 50% de cette maturation est réalisé entre m 
naissance et 4 ans, 30% entre 4 et 8 ans, 20% entre 8 et 17 ant. Le fait ern 
néanmoins, est que ce développement des premières années résulte d’une indis- 


Pensable interaction entre le processus de maturation et la stimulation de l'en- 
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vironnement, physique et humain. Les recherches développementales, les études sur 
les jumeaux élevés dans des milieux différents, l'étude des effets de la deprivation 
ont mis en évidence l'influence décisive de l'environnement. 

Reconnaître l'influence décisive de l'environnement dans lequel vit le jeune 
enfant sur son développement ultérieur, c'est aussi reconnaître l'importance ex- 
tréme et prioritaire de l'éducation au premier âge. Or, sur la base d'enquêtes so- 
ciologiques, l’auteur montre combien nos sociétes urbaines et industrielles, entière- 
ment centrées sur l’adulte, négligent les besoins profonds de l’enfant en créant un 
environnement peu favorable, sinon contraire, à son développement. 

Si l'on veut remédier aux déficiences croissantes du milieu social, assurer la ren- 
tabilité de l'investissement en éducation et donner enfin à chacun des chances 
réellement égales devant la vie, il importe donc — et c'est la conclusion de l’auteur - 
de dépenser argent et efforts, en priorité, pour l'éducation préscolaire. 

La deuxième partie (chapitres 5 et 6), plus particulièrement consacrée à la situation 
de l'Angleterre, retrace brièvement le développement des idées et des institutions 
d'éducation préscolaire. Les statistiques citées pour ce pays révélent la modicité 
des réalisations face à l'ampleur des besoins à couvrir. 

Après une description concrète de la vie dans une nursery school (institution qui 
n'a pas d'équivalent exact en Europe francophone), l'auteur examine, dans une 
troisi&me partie (chapitres 7 à 9), les preuves expérimentales de l'influence béné- 
fique du milieu éducatif ainsi créé. Il envisage également trois tentatives originales 
(les expériences de Susan Isaacs, les travaux conduits à l'Université de Columbia et 
ceux de l'Université de l'Illinois) réalisées pour agir d'une façon concertée et favo- 
rable sur le développement intellectuel. 

Si toutes ces recherches indiquent clairement les grandes possibilités d'une édu- 
cation préscolaire réfléchie et intelligente, de nombreuses questions restent encore 
sans réponse lorsqu'il s'agit de définir les composantes les plus appropriées de l'action 
et du milieu éducatifs. Apporter une réponse valable à ces problémes devrait étre 
une táche impérative pour les éducateurs et les chercheurs. 


EpovanD BavzR, Liège 


GARDNER, Dorotuy E. M., Cass, Joan E., The Role of the Teacher in 
the Infant and Nursery School. Oxford: Pergamon 1965. pp. 175. 19/6. 


Les buts de la recherche, les hypothèses de travail, les procédures suivies, Tana- 
lyse des résultats et leur signification... tout est exposé d’une façon tellement 
imprécise que seule une profonde insatisfaction subsiste à la lecture de ce livre et 
qu’on se demande, en fin de compte, si la somme de temps, de travail et d'énergie 
qu'il représente n'a pas été dépensée en pure perte. 

Nous ne nions pas l'intérét ou l'enthousiasme qu'a pu susciter la participation 
à cette recherche et nous ne sous-estimons pas le bénéfice qu'en retirérent, sur le 
plan personnel, les équipes impliquées, chercheurs, étudiants, éducateurs. Nous 
croyons cependant que cette recherche n'ouvre aucune perspective et qu'elle ne 
contribue guére à l'avancement des problémes posés. 

Le compte rendu des intentions des auteurs, des méthodes employées et des 

résultats obtenus, justifiera, je crois, cette sévérité. 


“RC > AAA CERES mtn 
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La recherche en question dresse un inventaire des types de contacts professeur- 
élèves, enregistrés (par spécimen records) lors de quelque 180 heures d'observation 
de périodes d'activités libres, animées par des éducateurs — 30 de l'Infant School, 
18 dela Nursery School — dont l'excellence professionnelle était unanimement re- 
connue. Sur la base de cet inventaire, les auteurs estiment pouvoir préciser le 
róle assumé par l'éducateur dans une situation scolaire dont l'importance pédagogi- 
que est encore souvent contestée. Ils pensent également que la description détaillée 
du comportement de maîtres jugés efficaces permettra de rendre plus effective la 
formation de professeurs débutants. 

L'inventaire, qui compte, respectivement, 79 et 45 rubriques pour l'Infant 
School et la Nursery School, distingue 4 grandes classes de comportements: 

I. Les actes de l'éducateur qui impliquent une stimulation intellectuelle ou la 

communication d'une information. 

A. L'éducateur communique directement et personnellement avec l'enfant. 

B. L'éducateur se sert d'un matériel pour donner une information ou pour 
communiquer une expérience. 

II. Les actes par lesquels l'éducateur développe et encourage de bonnes habitudes 

Sociales. 

A. L'éducateur veille aux soins, au confort, et à la protection physique de 
l'enfant. 

B. Avances personnelles et amicales de l'éducateur vers l'enfant, 

C. L'éducateur encourage l'adoption par les enfants d'attitudes sociales: 
(1) par demandes directes, 
(2) en donnant lui-méme l'exemple. 

III. Les actes de l'éducateur qui créent un climat favorable à l'éducation et qui 
sont d'égale importance pour le bien-être émotionnel, social et intellectuel de 
l'enfant. 

A. Observation des enfants. 
B. Louange et encouragement. 
C. Maintien de la discipline et contrôle du comportement des enfants. 

IV. Les actes de l'éducateur qui ne concernent pas directement les enfants de sa 
propre classe. 

La partie la plus importante du livre (pp. 32-1 19) est essentiellement consacrée a 
l'exposé, rubrique par rubrique (et il y en a 124 en tout), des fréquences enregistrées 
pour les deux groupes d’éducateurs observés. 

Pour se représenter l'importance relative de chaque rubrique, le lecteur peut 
encore, en fonction des éléments qui lui sont donnés, effectuer l'addition et les 
règles de trois nécessaires pour traduire en pourcentages les fréquences notées. 
Par contre, nulle part, il ne trouvera les données (par exemple, les distributions des 
fréquences) indispensables pour tenter de dégager et d'analyser le ou les patterns de 
Comportements caractéristiques des dimensions de la fonction enseignante aux 
divers niveaux où elle fut étudiée. N 

Si, pour certaines rubriques, les auteurs esquissent une comparaison pour E 
en évidence une différence entre les éducateurs des 3 niveaux d’äge de e 
School, jamais pourtant cette comparaison n'est fondée sur une analyse statistique 


i ; itions d’ob- 
rigoureuse, De même, étant donné les grandes différences entre les conditions d' 
uio = rien conclure de la comparaison 


Servation dans l’une et l'autre situation, on ne peut 
des fréquences notées pour les rubriques parallèles de Y Infant School et de la Nursery 
School. 
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Les derniers chapitres présentent, en annexe, des informations complémentaires 
concernant les contenus enseignés, l'existence de techniques d'enseignement diffé- 
rentes selon les maîtres observés, leurs façons de concevoir leur travail, etc... Mais, 
parce que ces informations, intéressantes in se, sont toujours partielles et souvent 
récoltées de facon peu systématique, il est bien difficile de les exploiter d'une ma- 
nière quelconque. 

Personnellement, je ne vois pas comment, en l'absence de toute analyse un peu 
élaborée, une simple juxtaposition de données fort disparates contribuera à pré- 
ciser l'étude du róle assumé par l'éducateur à l'école maternelle. 

Je ne vois pas mieux comment le fait d'observer a priori de bons maîtres aidera 
au perfectionnement des débutants. Est-on sür que l'observation de professeurs 
médiocres révélerait, sur la base de l'inventaire mis au point, des différences si- 
gnificatives? Dans l’affirmative, l'étude de ces différences s'avérerait capitale et, à 
mon avis, serait bien plus riche d'enseignement. 

Espérons, pour terminer, que la somme d'observations recueillies par les auteurs 
n'est pas complètement perdue et qu'il leur sera possible, par une analyse adéquate, 
d'en tirer des résultats significatifs. 

EDOUARD BAYER, Liège 


HEMMER, FRANK D., Tagesstätten für Kinder. München: Juventa 1967. 
208 S. 124 Abb. DM 38 (Leinen). 


Die Vorschulerziehung ist in der Bundesrepublik Deutschland Gegenstand der 
pädagogischen und öffentlichen Diskussion geworden. Stellungnahmen, Memoran- 
den, Veröffentlichungen aller Art mehren sich und zeigen, wie schwach die insti- 
tutionellen vorschulischen Erziehungseinrichtungen im Vergleich zu anderen Län- 
dernentwickeltsind. Beiden Bemühungen, das Vorschulwesen in Form und Inhalt zu 
erneuern, stehen meistens die allgemeinpädagogischen und didaktischen Aspekte 
im Mittelpunkt der Auseinandersetzungen. Will man die pädagogischen Aufgaben 
der Vorschule in optimaler Weise lösen, so muß man es unter Berücksichtigung aller 
für die Erziehung relevanter Aspekte tun. Mit seinem Buch kann Frank D. Hemmer 
den Anspruch für sich erheben, die Aufmerksamkeit der an einer inneren und 
äußeren Neugestaltung des Vorschulwesens interessierten Pädagogen und Ver- 
waltungsfachleute auch auf die bisher vernachlässigten baulichen Fragen zu lenken. 
Dabei geht der Autor — von Hause aus Architekt — nicht nur von baukundlichen 
Überlegungen aus, sondern er berücksichtigt in starkem Maße die pädagogischen 
Anforderungen der vorschulischen Einrichtungen und versucht, anhand zahl- 
reicher Beispiele die für das Kind qualitativ beste Lósung zu finden. 

Die Einleitung der Arbeit verschafft einen knappen, aber guten Überblick über die 
sozialgeschichtliche und strukturelle Entwicklung der óffentlichen Vorschuler- 
ziehung in Deutschland. 

Im ersten Teil befaBt sich der Autor mit der baulichen Entwicklung der Vorschul- 
einrichtungen vom Ende des 18. Jahrhunderts bis 1945. 

Die breite Skala der angefiihrten Beispiele reicht von der Kleinkinderschule von 
Wilderspin in England (1826) über den Gartenplan Frôbels und die französische 
Krippenbewegung (um 1850) bis zum W. Gropius-Projekt eines Friedrich-Fröbel- 
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hauses (1924). Dabei werden die jeweils zeitgenössischen schulhygienischen bzw. 
pädagogischen Gesichtspunkte und Argumente stets in die gebäudekundlichen 
Betrachtungen eingeflochten. 

Mit dem zweiten Teil, der die Planung der Vorschuleinrichtungen in der heutigen 
Zeit behandelt, beschreibt der Autor einzelne charakteristische Typen von Tages- 
stätten (vorwiegend Kindergärten) aus Deutschland, Österreich, der Schweiz und 
England. Anhand verschiedener Grundrißtypen — lineare, unregelmäßige und 
flurarme Systeme, Pavillons und pavillonartige Systeme, zentrifugale Hallen- 
systeme und offene Grundrißsysteme — werden die hauptsächlichen Tendenzen der 
heutigen Vorschuleinrichtungsplanungen deutlich gemacht. Diese Planung, die 
im Rahmen der gesamten baulichen Entwicklung gesehen werden muß, steht in 
einer Konsolidierungsphase, die von 1945 bis heute andauert. Der Autor deutet 
jedoch auf bestimmte Ansätze einer Rationalisierungsphase hin, die die Zukunft 
bestimmen wird. Hierzu gibt er einige Beispiele für die Typisierung und Elementie- 
rung von Vorschuleinrichtungen. 

Auf Grund der aufgearbeiteten Erfahrungen und Kenntnisse, entwickelt Hemmer 
im dritten Teil seiner Arbeit eigene Grundlagenstudien für die Neuplanung von 
Vorschuleinrichtungen. Er tut es jedoch nicht ohne eine imponierende Fülle von 
grundsätzlichen Überlegungen einzubeziehen. Diese allgemeinen Planungsgrund- 
sätze bilden allein die Hälfte des dritten Teils. Zu ihnen zählen die fachwissen- 
schaftlichen Erkenntnisgrundlagen (Psycho-physiologische Voraussetzungen des 
Vorschulalters, Umweltfaktoren, Voraussetzungen der Schulreife), die hygienischen 
und pädagogischen Grundforderungen, die betrieblichen Voraussetzungen, die 
städteplanerischen Grundsätze, der Raum- und Flächenbedarf, der Grundriß und 
die Raumgestaltung, die bauhygienischen Forderungen, die hygienischen Einzel- 
forderungen und die Sicherheitsforderungen. In der seinen eigenen Lösungsvor- 
schlägen gewidmeten zweiten Hälfte dieses dritten Teils unterstreicht der Autor 
die besondere Notwendigkeit einer Rationalisierung der Neuplanung von. Vorschul- 
einrichtungen. Er geht dabei von drei Hauptgesichtspunkten aus: Erleichterung der 
pädagogischen Arbeit des Personals, größere Anpassungsfähigkeit des Gebäudes an 
die sich laufend ändernden Planungsvoraussetzungen, Senkung der Anlagekosten 
und Verminderung des Unterhaltsaufwands durch sparsame Bemessung und 
Entwicklung ökonomischer Standards. Unter diesen Gesichtspunkten entwickelt 
Hemmer zahlreiche Grundrißleitbilder sowie entsprechende ökonomische Vergleichs- 
möglichkeiten. Hier werden also Bauträger, Architekten, Schulbauökonomen an- 
gesprochen und angeregt. 

Zusammenfassend kann man sagen, daß das Bu T 
nischen und die pädagogischen Erfordernisse in Einklang zu bringen stets bemüht 
ist, einen Beitrag zur Diskussion über die künftige äußere Gestaltung eines bisher 
in der Bildungspolitik stiefmütterlich behandelten Erziehungssektors liefert. 
Durch die zahlreichen unterbreiteten Vorschläge wird aber auch die praktische 
Verwirklichung von Bauprojekten erheblich erleichtert. 

BERNARD TROUILLET, Frankfurt 


ch von Hemmer, das die architekto- 


128 BOOK REVIEWS — BUCHBESPRECHUNGEN 


HERBINIERE-LEBERT, S., CHARRIER, CH., La pédagogie vécue á l'Ecole 
des Petits. Paris: Fernand Nathan 1966. pp. 230. 


Dieses Buch gliedert sich in zwei Teile: der erste Teil (Kap. 1 bis 9) gibt eine 
geschichtliche Übersicht über die bahnbrechenden vorschulischen Einrichtungen 
Europas und über die Pädagogik der Kleinkinder; der zweite Teil (ab Kap. 10), 
der zwei Drittel des Buches umfaßt, ist der wichtigere Teil: er behandelt eingehend 
die Praxis des Alltags in den écoles maternelles mit ihren Problemen und Schwierig- 
keiten. Am Schluß eines jeden Kapitels werden Zitate berühmter Pädagogen und 
Psychologen seit Platon gebracht, die sich mit der Pädagogik und Psychologie der 
Kleinkinder beschäftigt haben — 120 Zitate von 45 Autoren. Weitere Themen sind 
Räumlichkeit und Ausstattung der école maternelle; ihr Spielklima und ihr Einfluß 
auf die physische, geistige und sittliche Entwicklung des Kleinkindes; die Techniken 
der manuellen und sensorischen Erziehung; die verschiedenartigen Ausdrucks- 
möglichkeiten; Spiele; die ersten Schritte, die der Vorbereitung auf den Übergang 
in die Primarschule dienen; die behinderten Kinder; die Zusammenarbeit zwi- 
schen der école maternelle und dem Elternhaus, usw. S. Herbiniere-Lebert ist seit 
Jahrzehnten ein Begriff in der Welt der Vorschulerziehung. Sie ist Inspectrice 
Générale de l'Instruction Publique, Vizeprásidentin der Weltorganisation für Vor- 
schulerziehung, Verfasserin vieler Veróffentlichungen zur Pádagogik und Psycholo- 
gie des Vorschulkindes und Herausgeberin der Monatshefte für Vorschulerziehung 
“L Education Enfantine” (Paris). 

Ein ganzes Kapitel in Form von Ratschlagen ist der Vorschulerzieherin gewid- 
met. Es wird betont, daß ein Vorschulklassenzimmer eine “salle d'exercices” und 
keine “classe” ist, denn formeller Unterricht darf dort nicht stattfinden. Bis zum 
Schuleintritt mit ca. 6 Jahren ist die Sozialisierung des Kleinkindes viel wichtiger 
als Unterricht, wenn man dem Kinde den Ubergang zum formellen Lernen erleich- 
tern will. Eine einfache Vorverlegung des Schuleintritts, z.B. mit 5 Jahren, wie es in 
der Bundesrepublik Deutschland vorgeschlagen wird, ware also nicht im Sinne 
einer Vorschulerziehung. Bildungspolitiker, die eine solche Entscheidung treffen, in 
der Hoffnung, daß sie dadurch das Problem der Vorklassen oder Vorschulen lösen 
könnten, täten besser daran, den erwähnten Unterschied zwischen “Übungsräumen” 
und ‘Schulklassen’ zu beherzigen. 

Der “schöne” Beruf (beau métier) einer Kindergärtnerin oder Vorschulerzieherin, 
sagt die Verfasserin, kann auch zur Völkerverständigung beitragen, indem man den 
Kleinkindern hilft, ohne rassische Vorurteile aufzuwachsen und sie mit den Freuden 
und Spielen afrikanischer oder asiatischer Kinder vertraut macht. 

Bei der Erörterung des zentralen pädagogischen Problems von Freiheit und 
Disziplin wird der kluge und praktische Ratschlag gegeben, daß jede Kinder- 
gärtnerin in einer schwierigen Situation nach ihrem persönlichen Ermessen die 
passende pädagogische Maßnahme ergreifen muß, da es für derartige Situationen 
keine Allheilmittel gibt. 

Die Veröffentlichung dieses Standardwerkes kommt sehr gelegen, weil seit 1945 
in fast allen Industriestaaten das Problem der Einführung der Vorschulerziehung, 
die für alle Kinder zugänglich sein soll, lebheft diskutiert wird mit dem Ziel, den 
Kindern den Ubergang zur Primarschule zu erleichtern. Viele Regierungen beauf- 
tragen Sonderausschüsse auf nationaler Ebene, Berichte und Empfehlungen über 

diese wichtige Frage auszuarbeiten. Die bisherigen Ergebnisse lassen trotz einer 
Vielzahl von Gutachten viel zu wünschen übrig. Es wird über fehlende Mittel für 
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diese Aufgabe von El Salvador bis Schweden, von Grónland bis Australien geklagt. 
Frankreich hingegen befindet sich in einer gliicklichen Lage, da ca. 80% der fran- 
zösischen Kinder im Vorschulalter eine Vorschuleinrichtung besuchen. (Ähnlich 
günstig liegen die Verhältnisse in Belgien: seine Probleme der Weiterentwicklung 
der Vorschulerziehung sind, wie in Frankreich, qualitativer Art, da etwa 85% der 
3- bis 6-Jährigen die école gardienne besuchen). AuBerst lobenswert ist Frankreichs 
“Allgemeine Vorschulvereinigung”: ihr Ziel ist das Studium pädagogischer Fragen 
der Vorschulerzichung unabhangig von politischen oder konfessionellen Einflüssen, 
Seit geraumer Zeit sind bekanntlich Fragen der Vorschulerziehung auch in Deutsch- 
land sehr akut geworden und es empfiehlt sich, dieses Handbuch der “erlebten” 
Pädagogik — pédagogie vécue — der Kleinkinder schon jetzt als verbindliche Lektüre 
in den Seminaren für Kindergärtnerinnen einzuführen. 


Jack Heinz SISLIAN, Hamburg 


Janis, MARJORIE GRAHAM, À Two-Year-Old Goes to Nursery School. 
A Case Study of Separation Reactions. London: Tavistock 1964. pp. 156. 
25/-. 


Il s'agit d'une monographie clinique très fouillée et très pénétrante consacrée 
aux réactions d’une petite fille de 2 ans 3 mois qui entre à l'école gardienne et est sé- 
parée de sa mère deux fois par semaine, pendant quelques heures. Lottie est une 
enfant normale ‚au développement verbal précoce. Elle a deux sœurs ainées. 

Chaque semaine, Marjorie G. Janis a observé son comportement à la maison et 
s’est entretenue avec sa mère. Elle a recueilli de cette manière un ensemble de don- 
nées précises sur l'évolution de l'enfant et ses réactions à la séparation. 

A cet âge, l'image maternelle n’est pas encore suffisamment intériorisée pour que 
la séparation soit acceptée sans difficultés. Lottie manifeste ouvertement la tension 
qu'elle éprouve. Elle s'efforce notamment de conserver en elle l'image de la mére 
qu'elle abandonne. Sa première réaction consiste à nier la séparation par un entrain 
excessif, par des réactions émotionnelles vives, allant facilement du rire aux larmes. 
Après trois semaines de négation, Lottie devient calme et sereine. Elle utilise alors 
un second mécanisme de défense, l'identification à la sœur aînée, âgée de 5 ans. Elle 
s'efforce donc de ne plus être une petite fille effrayée, mais une grande fille heureuse 
d'aller à l'école. Elle en vient méme à demander d'être appelée Dorrie qui C le 
prénom de sa sœur. Cette défense cède cependant dès qu'elle est interprétée à l'en- 
fant. Subitement, Lottie pleure à l’école, puis à la maison au moment du départ 
pour l'école. Elle se trouve extrêmement désemparée et son comportement se 


détériore: larmes, accrochage à sa mère, dépendance accrue, régression de l’activité 


ludi : i e et destructrice. Les mois suivants 
que qui, par moments, devient sauvag' ions de Lottie parais- 


voient une amélioration lente de l'adaptation. Les préoccupat ane 
sent centrées sur les différences sexuelles. Elle se montre exigeante et minu n 
Pour son habillement. Sa relation avec sa mère devient moins exclusive mais plus 
ambivalente. Elle se tourne vers son père. à 
Enfin, à 3 ans, l'acceptation de l'école semble compléte. Les départs juod 
Les incidents à la maison n'ont plus aucune influence sur la joie de l'enfant 


participer à l'activité scolaire. 
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L'étude se termine par quelques conclusions cliniques et éducationnelles. L’ab- 
sence relative de pleurs ou de protestations ne signifie pas que la séparation avec la 
mère soit bien acceptée. Des mécanismes de négation peuvent jouer qui maîtrisent 
temporairement l’angoisse d'abandon. Plus ses mécanismes sont puissants, plus l'an- 
xiété sera violente au moment où ils seront abandonnés. L’acceptation réelle de la 
séparation suppose que l'enfant ait éprouvé librement les affects pénibles qu'elle 
entraîne. Pour diminuer cette anxiété, il est opportun de familiariser l'enfant avec 
le lieu où il va vivre et avec la personne qui va s’occuper de lui. Un attachement 
très vif à ce substitut maternel se révèle très efficace. 

Enfin, familiarisation et attachement s’établiront avec d’autant plus de facilité 
que la mère, à de nombreuses reprises, aura conduit l’enfant à l’école gardienne et 
sera entrée en relation, l'enfant présent, avec l'institutrice, avant que la première 
séparation n'ait lieu. 

Ce sont là des conseils judicieux qui ne heurteront certes pas le bon sens. Ils ont 
le mérite de s'appuyer sur une observation clinique minutieuse, relatée avec beau- 
coup de tact et de précision — digne enfin des ouvrages de John Bowlby et de James 
Robertson dont elle est un prolongement. 

ALBERT HUSQUINET, Liège 


METZGER, WOLFGANG, “Probleme der vorschulischen Erziehung aus 
psychologischer Sicht". Münsterische Beiträge zu pädagogischen Zeitfragen. 
Heft 12. Münster: Dt. Inst. für Wiss Päd. 1968. 60 S. DM 4.80. 


Die Ergebnisse moderner Wissenschaft, insbesondere der Psychologie dienen einer 
Neuorientierung der vorschulischen Erziehung als Grundlage. Die Erkenntnisse 
von der unerhörten Plastizität der gesamten Person in den frühesten Lebensjahren - 
siehe hierzu K. Schüttler-Janikulla Einschulungsalter und Vorklassenbetreuung*) — 
legen es nahe, nicht nur Intelligenz und Begabung, sondern auch die Erziehbarkeit 
des Kindes unter neuen Aspekten zu sehen. 

Bis vor kurzem haben wir die Erziehbarkeit des Menschen ebenso wie seine 
Begabung als etwas Selbstverständliches hingenommen. Die europäischen Psycho- 
analytiker waren sich mit den russischen Reflextheoretikern und mit den ameri- 
kanischen Behavioristen einig, daß die Erziehung des Kindes als Hauptgrundlage 
die Erfahrung hat. So werden Handlungsweisen "eingeübt'" oder “ausgetrieben”, 
ergänzt durch die einfache Gewöhnung und vor allem durch die sprachliche Be- 
lehrung. Der Autor weist nun nach, daB dies für die wichtigsten erzieherischen An- 
liegen nicht gilt. Die Erziehbarkeit wird nicht durch erzieherische MaBnahmen 
hergestellt, sondern ist von Bedingungen abhángig, die vor allem Erziehen liegen. 
Das bedeutet für den Verfasser zweierlei: Die Bedingungen miissen zu einer Zeit 
hergestellt werden, wo erzieherische MaBnahmen noch nicht móglich sind, und 
müssen andererseits während der gesamten Kindheit und Jugend erfiillt sein, damit 
eine erzieherische Maßnahme von dem Kind überhaupt als solche ‘‘aufgefaBt und 
anerkannt wird, so daß sie die erzieherische Wirkung ausüben kann, die der Er- 
wachsene von ihr erwartet". Diese beiden Bedeutungen des Begriffs der Voraus- 

setzungen der Erziehung ergeben die Gliederung des Buches und führen zu Über- 
legungen, die in zwei Abschnitten abgehandelt werden. 


zl Vgl. auch die Rezension des Buches in dieser Nummer S. 133 f. 
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Im 1. Teil wird über “die Herstellung der Erziehbarkeit” referiert, deren Grund- 
lagen im ersten Lebensjahr liegen. Der Verfasser gibt hierzu einen umfassenden 
Katalog von Bedingungen und Merkmalen, die fast thesenhaft als Gebote für jede 
Mutter Gültigkeit haben, wenn er z.B. die Vermittler erhóhter Geborgenheits- 
gefühle herausstellt, ‘der Mensch, in den das Kind sich verwurzelt, ist unersetz- 
bar und unvertretbar’’. Dabei wird auch die Bedeutung einer Reihe als überlieferter 
und von den Kindern hoch geschätzter Maßnahmen hervorgehoben, die in unserer 
Welt geradezu abgelehnt oder aber verloren gegangen sind, wie z.B. das sanfte 
Schaukeln in der Kinderwiege, das Daumenlutschen, das Wiegenlied, das Zusammen- 
rücken. 

Metzger geht dann auf die Wirkungen ein, die das Kind unmittelbar und die 
Gesellschaft späterhin treffen, wenn die genannten Bedingungen ganz oder teil- 
weise unerfüllt bleiben, und führt Möglichkeiten der Heilung an. Ein besonderes 
Kapitel ist den verschiedenen Ursachen seelischer Vernachlässigung gewidmet. 
Das Problem der Anstalt, Fehlen oder Wechsel der Mutterfigur, Aussiedlung und 
innere Vereinsamung sind Themen, die in dieser Eindringlichkeit bisher im Hin- 
blick auf Erziehung u. E. nicht behandelt worden sind. Wir stimmen ihm bei, wenn 
er die geradezu beängstigende Ahnungslosigkeit in der Öffentlichkeit und bei den 
verantwortlichen Stellen beklagt und fordert, daß die erheblichen Geldmittel die 
für die Wiedereinführung der Jugendlichen in die Gesellschaft ausgegeben werden, 
besser und erfolgreicher für vorbeugende Maßnahmen verwendet werden sollten. 

Der 2. Teil befaßt sich mit der Erhaltung der Erziehbarkeit. In den theoretischen 
Vorerörterungen über Zwang und Freiheit in der Erziehung setzt sich der Autor äu- 
Berst kritisch mit der psychoanalytischen Erziehungslehre auseinander, die das 
Zuckerbrot-Peitsche-Prinzip der Erziehungspraxis theoretisch sanktioniere. Dem- 
gegenüber hebt er die individualpsychologischen Annahmen Adlers und seiner 
Schüler hervor, ‘‘nach welchen das menschliche Verhalten seinem unter vielen, zum 
Teil bedeutsameren, aber auf jeden Fall ebenso ursprünglichen Zielen sei’’. Diese 
Annahmen sind nachtráglich wissenschaftlich fundiert worden. Worauf es ihm u.a. 
ankommt, ist dieHaltung des Kindes, die Metzger und Erikson seit Jahren als SE 
trauen” bezeichnen. Nach der These des Verfassersmuß in den Familien ein völlig Hu 
deres Klima hergestellt werden, Dazu gehört, "daf das Kind in jeder Hinsicht gleich- 
geachtet und als gleichwertig und gleichberechtigt behandelt wird... : Es muB für 
uns stets ein Wesen bleiben, mit dem man umgeht, und darf nicht zu einem Gegen- 
Stand werden, den man bearbeitet". len 7 

Zur Abrundung des Bildes geht der Autor über die Vorschulzeit hinaus und gibt 
gezielte Hinweise zu den Voraussetzungen des Erziehens. 

Der Verfasser hilft, die einzelnen Phänomene und ihre Interdependenzen der 
Erziehbarkeit und der Erziehung in jenen Zusammenhängen zu begreifen, inner- 
halb deren sie nur mit Erfolg praktiziert werden können bzw. verändert werden 
müssen, A 

Der verständliche Stil und der auf wenigen Seiten gegebene gewichtige ü 
Denkschrift vermitteln allen Erziehern — von der Mutter bis zu denen, 
Erziehung im weitesten Sinne entscheiden — grundlegende Einsichten. 


nhalt dieser 
die über 


GEORG VIEWEGER, Berlin 
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NicKEL, Horst, Die visuelle Wahrnehmung im Kindergarten — und 
Einschulungsalter. Abhandlungen zur Pädagogischen Psychologie Bd. IX. 
Stuttgart: Klett 1967. 107 S. DM 20. 


Les modes de la perception visuelle chez l'enfant d’äge préscolaire ou chez l'élève 
des petites classes de l'école primaire retiennent l'attention depuis de nombreuses 
années. Une sorte de dogme s'est répandu chez beaucoup d'enseignants selon lequel 
la perception globale dominerait chez les jeunes enfants qui, en certains cas, seraient 
incapables d'analyses fines. D'où certaines “théories” du syncrétisme, les méthodes 
globales d'apprentissage de la lecture, etc. 

Il y a longtemps que les pédagogues et les psychologues avertis ont appris à 
nuancer leur position à ce sujet et la recherche expérimentale de H. Nickel donne un 
nouvel avertissement qu'il importe de méditer. 

Repartant en quelque sorte à zéro, selon un schéma expérimental rigoureux, 
l’auteur a examiné 256 enfants de 4 à 7 ans. Les épreuves consistaient en séries de 
dessins d’objets tantôt très familiers, tantôt peu familiers. Chaque série présentait 4 
fois le même objet, avec des différences de détail. 

Or, dès l’âge de 4 ans, l’auteur constate de nombreuses réussites qui impliquent 
l'aptitude à procéder à des différenciations fines; à l’âge de 7 ans, même si les objets 
proposés sont peu familiers, la grande majorité des sujets réussissent l'épreuve. 

H. Nickel constate donc que l'expérience ne confirme pas l'affirmation selon la- 
quelle l'enfant passe lentement du syncrétisme à l'analyse, au cours des études pri- 
maires. Bien avant, dans beaucoup de cas, sa perception visuelle est analytique; 
plusieurs spécialistes contemporains de la psychologie génétique abondent d’ailleurs 
dans le même sens. 

Les conséquences pédagogiques de ces observations sont importantes, surtout 
pour le début de la scolarité obligatoire. Elles aideront, notamment, à reviser des 
positions que d’aucun ont trop légèrement prises dans le domaine des méthodologies 
spéciales. Il y a longtemps déjà qu'avec des éducateurs aussi avertis qu'un Dohr- 
mann, nous avons attiré l'attention sur la nature analytique de notre langage écrit 
et des perceptions qui l'accompagnent. 

H. Nickel signale lui-même (p. 90) de nombreuses recherches qui restent à entre- 
prendre. Il a, en tout cas, fait un pas important. Il faut l'en féliciter. 


GILBERT L. DE LANDSHEERE, Liège 


POURVEUR, L., A l’école maternelle. Essai de méthodologie. Liege: Dessain 
1967. 2e éd. pp. 371. 


In this book a dedicated, gifted and highly successful teacher (see Inspector's 
foreword) sets out to enunciate the principles on which she has worked, and the 
methods by which she has achieved both personal satisfaction and official recogni- 
tion in her work. The intention is clearly to pass on the fruits of a life's work to 
others practising with less purpose and assurance, and to inspire and instruct 
students in training. This passing on L. Pourveur does with transparent sincerity 
and enthusiasm. One cannot fail to be impressed by the author's transmission of 
c‘joie de vivre” in the classroom, her intuitive responses to children's immediate 
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interests, and to situations as they arise, and general competence of her organisation. 
The book lives by its ring of truth as a personal record and should be read in this 
light. It describes the life and work of a class of children aged 3-6+ years in a 
gardenless classroom within a Primary School. 

Obviously L. Pourveur has read widely, has thought, observed and experimented 
and read again. The book abounds in quotations from the works of eminent edu- 
cational writers, which are used to introduce or justify almost every procedure. In 
fact, the interplay between theory and practice is precisely exemplified on every 
page. It is sheer tragedy that in the midst of so much that is good, “I don’t love 
you any more’’, can even be mentioned as a possible punishment for a small child! 

Insistence on the observation of interests common to most children, and on 
foresight in the preparation of environment and material in the light of such ob- 
servations, rightly take pride of place in the opening pages. Many of the usual 
materials for play and creative work are listed, and undoubtedly some real play 
does take place. However, there seems to be greater concern for seizing upon aspects 
of this play as focal points for group “centres of interest’’ that can be worked upon, 
than for allowing time and opportunity for the play itself to develop as play. It is 
in fact, a shock to find a volume of 370 pages on pre-school education without any 
section on play, or any spelling out of the value of play. This is a grave weakness. 
The author may justify herself in the same way as she justifies the relegation of 
sensory education to the last eleven pages, on the grounds that it is inherent in all 
that goes before. And so it is. However, a reader who is accustomed to the recog- 
nition of play as the basis and mainstay of Nursery Education will be disappointed. 

We hear of outings, the care of pets, and free and directed activities based on 
these. Painting, drawing, modelling, stories and puppetry have their fair share of 
attention. No less than 98 pages are devoted to number and mathematics (with 
considerable emphasis on the form of domino to be presented). Yet a very useful 
chapter on language makes no mention of the reading readiness that so often 
shows itself during the years 5 and 6 when children have free access to the attrac- 
tive picture books here described. 

The theories put forward with telling conviction and clarity are indisputably 
applicable to all children everywhere, but their exemplification by way of method 
is more specifically relevant to conditions obtaining in a particular country 5 
provision for pre-school education at a particular time, and to its traditions, and 
Would not all be universally acceptable. 


Maset B. Denny, Bournemouth, England 


SCHÜTTLER-JANIKULLA, Kraus, “Einschulungsalter und Vorklassen- 
betreuung”. Reihe: Erziehung und Psychologie, 5. München: Reinhardt 
1968. 170 S. DM 15. 


Forschungen auf dem Gebiet der Lernpsychologie zeigen, Sennen 
Begab i i ima eborenen Größen, sondern 
ee. der frühen Kindheit wird — und 


und umweltabhängige Faktoren sind. Besonders in t r x 
das Machen auch tiefenpsychologische Überlegungen deutlich — die en 
Richtung und Entfaltung der späteren Begabung gelegt. Hier nun sel e 
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fasser an, wenn er meint, "daB in diesem Zusammenhang auch die Fragen nach 
einem adäquaten Einschulungsalter und einer optimalen Vorschulbetreuung 
erneut diskutiert werden miissen’’. 

In einem ersten Kapitel gibt er dazu einen geschichtlichen Uberblick zur Ein- 
schulungsterminierung, der zeigt, wie sehr sich im Laufe der letzten 100 Jahre die 
Einschulungsgrenzen nach oben verschoben haben. Anschließend werden sehr sorg- 
fältig zahlreiche Untersuchungen referiert, die die These Kerns, wenn man mit der 
Einschulung warten würde, bis ein Kind die geforderte Schulreife erreicht hätte, 
dann wäre es ihm ein leichtes, die Schule mit zureichenden Leistungen zu durch- 
laufen, bestätigen, und die letztlich zur Heraufsetzung des Einschulungsalters 
führten. 

In den folgenden Kapiteln setzt er die Kritik an der Reifethese Kerns an und 
stellt anhand von Untersuchungen u.a. heraus, daß “Gliederungsfáhigkeit keines- 
wegs nur auf umweltunabhängigen Reifungsvorgängen beruht, sondern in hohem 
Maße übbar ist” (Kemmler-Heckhausen). Er referiert die Arbeiten von Psycholo- 
gen und Pädagogen, die als erste nachwiesen, daß auch jüngere Kinder durchaus 
den Schulleistungen genügen können. Hier nun schließen sich seine eigenen Unter- 
suchungen an, die — durch Korrelation statistisch gesichert und mit der gebotenen 
Vorsicht interpretiert - zu dem Schluß führen, “daß jüngste Kinder, die als schul- 
reif in die Schule übernommen worden sind, durchaus eine echte Chance zur Be- 
währung haben...., wenn die Schule bereit ist, durch Modifikation ihres Vorge- 
hens etwa in Form von Binnendifferenzierung und Individualisierung der jeweili- 
gen Reifelage und den persönlichen Leistungsmöglichkeiten eines jeden Kindes ent- 
sprechend entgegenzukommen"'. 

Daraus zieht der Verfasser eine Reihe von wichtigen Konsequenzen für die wei- 
tere Einschulungspraxis. Er spricht sich u.a. für die Erweiterung der Antrags- 
einschulung und für einen variablen und individuellen Schulbeginn des Kindes aus. 

Den breiteren und, wie wir meinen, wichtigeren Teil des Buches nimmt dann die 
Darstellung von Problemen der Vorschulbetreuung und Vorklassenerziehung ein. 
Dieses durch die Einführung von Vorklassen in einigen Ländern der Bundesre- 
publik so aktuelle Thema wird hier zum ersten Mal ausführlicher und in informieren- 
der Weise erörtert, wobei auch eine brauchbare Konzeption von Vorklassenbe- 
treuung vorgelegt wird. Seine Untersuchungen zur Intelligenzförderung von Vor- 
schulkindern weisen nach, wie durch entsprechendes Training der kognitiven Lei- 
stungsfähigkeit die Intelligenz der Kinder signifikant gesteigert werden kann. 

In einem Abriß wird der Entstehung von Vorklassen in England und Frankreich 
nachgegangen, die Entwicklung der Fröbel-Pädagogik in Deutschland dargestellt, 
die Geschichte des deutschen Kindergartens detailliert behandelt und ein Über- 
blick über die zur Zeit in der Bundesrepublik bestehenden Schulkindergarten- 
einrichtungen gegeben. Neuere Methoden und Vorgehensweisen im Schulkinder- 
garten werden behandelt, wobei der Verfasser den Schwerpunkt auf die sprachliche 
Förderung des Vorschulkindes legt. Er knüpft dabei an die bekannten Arbeiten 
Basil Bernsteins u.a. an und weist auf eigenes Sprachtrainingsmaterial hin, mit 
dem die sogenannten Sprachbarrieren durch konsequente Sprachförderung im 
Vorschulalter abgebaut werden können. 

Richtungweisend dürften u.E. die Erfahrungen sein, die der Verfasser über 
“Vorbereitungsgruppen”” mitteilt. Auf Grund des statistischen Materials über die 

Berliner Spielgrupen werden Erfahrungen und Einstellung der Lehrer zur Vorschul- 
erziehung, die Einstellung der Eltern dazu und die entsprechenden Erfolge deutlich. 
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Im Anhang (80 S.) werden Gesetze, Verordnungen, Arbeitsplàne und Arbeits- 
mittel der bestehenden Vorschuleinrichtungen aufgenommen, darunter auch der 
Lehrplan für die 5-6jáhrigen in der DDR. 

Alle Untersuchungen und Überlegungen führen zu dem Schluß, eine für alle 
Kinder verbindliche Vorklasse zu schaffen und sie mit der 1. Klasse der Grundschule 
zu einer zweijährigen Eingangsstufe zu verbinden. " Diese Lösung würde sowohl den 
Forderungen nach einer früheren schulpádagogischen Betreuung als auch den be- 
rechtigten Sorgen einer Überforderung der Kinder durch einen zu früh einsetzenden 
Schulunterricht gerecht werden”. 

Mit dieser Ansicht können wir uns vollauf identifizieren. Der Wert des Buches 
liegt vor allem darin, daß es nicht nur informiert, sondern auch praktikable Kon- 
zeptionen zur Vorklassenbetreuung enthält. Der Autor bestätigt und ergänzt in 
eindringlicher Weise die zu diesem aktuellen Thema in jüngster Zeit veröffentlich- 
ten Erkenntnisse. Die angezogene Literatur steht auf internationalem Standard; 
Veröffentlichungen aus der DDR und der UdSSR werden berücksichtigt. 

Das Buch ist für Leiterinnen von Vorklassen und Lehrer der Grundstufe zu 
empfehlen. 

Solche Veröffentlichungen geben eine gute Grundlage für den weiteren Ausbau 


der Vorschulerziehung. 
GEORG VIEWEGER, Berlin 


TROUILLET, BERNARD, “Die Vorschulerziehung in neun europäischen 
Ländern.” Dokumentation zum in- und ausländischen Schulwesen, Bd. 8. 


Weinheim: Beltz 1967. 238 S. DM 14.80. 


La documentation présente sur un même schéma une comparaison de l'école 
maternelle dans neuf pays d'Europe: Belgique, Danemark, Angleterre et Ecosse, 
France, Italie, Pays-Bas, Autriche, Suède, Suisse. Chacun de ces pays fait l'objet en 
25-30 pages d’une étude basée sur les documents des ministères et les publications, 
livres et revues, décrivant les tendances éducatives et l'organisation méthodologique 
de l'éducation préscolaire. Vingt pages de références bibliographiques terminent 
l'ouvrage. í 

Les monographies sont précédées d’une introduction de Bernard Trouillet sur 
les fonctions de l'éducation préscolaire en dehors de leur caractère social, selon la 
tendance de la recommandation No. 53 de la Conférence des Ministres de l'Education 
de juin 1961 disant “la nécessité d'assurer à chaque enfant dès son plus jeune âge 
une éducation qui sauvegarde son développement mental, moral, intellectuel et 
Physique”. On y insiste justement sur l'intégration nécessaire des niii 
d'éducation préscolaire à la structure scolaire générale. Ceci amènera les mères 
confier leur enfant à l’école maternelle non plus parce qu'elles le veulent en sé- 
curité pendant qu’elles travaillent au dehors, mais parce que cette fréquentation 


est un gage de meilleur développement. D’ailleurs, B. e ue 
ss i lus bas pourcentage de meres pro: v 
E S d’enfants: les Pays-Bas 


ment actives qui possèdent le plus d'inscriptions au jardin ; Kt a 
et la Belgique ont respectivement 17% et 24% de mères KE ch 

et regroupent respectivement 82% des enfants de 4-6 ans et 91,9% des enfants © 
3 à 6 ans dans les écoles maternelles. Alors que la Grande Bretagne, et la République 
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Fédérale d'Allemagne ont 32% de mères au travail et seulement 11 et 30% d'enfants 
de 3 à 6 ans dans les jardins d’enfants. 

Si l'on sait qu'il y a sur 10.000 habitants, 450 enfants à l'école maternelle en 
Belgique, 370 aux Pays-Bas, 365 en France, 245 en Italie, 120 en Autriche, 75 au 
Danemark, on comprend mieux le rôle socio-économique, certes secondaire dans 
l'optique éducative, que jouent les nombreux jardins d'enfants de certains pays et 
les besoins de beaucoup d'autres. 

B. Trouillet envisage la formation sociale assurée par les jardins d'enfants par le 
jeu, l'action et la pensée, la discipline et la liberté. Il aborde ensuite les aspects 
intellectuels de la formation avant 6 ans, le probléme de la maturité scolaire sous 
ses divers aspects. 

L'enquéte documentaire étudie pour chacun des neuf pays: 

— L'organisation: qui montre le statut de l'institution préscolaire, ses droits, ses 
conditions d'acces; 

— le financement: qui découvre soit la gratuité, l'inscription payante ou la partici- 
pation aux frais de fonctionnement; 

— les statistiques de fréquentation et leur évolution comme leur rapport avec la 
population totale des 3-6 ans; 

— le personnel enseignant quant à sa formation, son perfectionnement, ses rémuné- 
rations (y compris le rapport de celles-ci avec celles des autres enseignants); 

— les normes de construction et d'équipement des écoles maternelles; 

— ]e mode d'inspection pédagogique et médicale de ces institutions; 

— la méthodologie et les objectifs des écoles maternelles; 

— les incidences de l'école maternelle sur le devenir scolaire, âge de scolarisation, 
maturité, capacité d'apprentissage; 

— les problémes d'avenir qui se posent à l'institution préscolaire. 

Si l'on sait que l'auteur a ordonné à la suite de cette minutieuse analyse une 
synthése en 19 points des axes principaux de la comparaison, on comprendra le 
profit à tirer de ce travail d'éducation comparée par professeurs et maîtres, pou- 
voirs organisateurs d'écoles maternelles et chercheurs. 


Louis ANDRIANNE, Liège 


VIEWEGER, GEORG, “Zur altersgemäßen Einschulung.” Untersuch- 
ungen zum in- und ausländischen Schulwesen. Bd. 1. Weinheim: Beltz 
1966 .62 S. DM 6. 

' Diese kleine Schrift ist eine der neveren Verôffentlichungen im deutschen Raum 

zu einem pädagogisch-psychologischen Problem von möglicherweise entscheidender 
schul- und somit gesellschaftspolitischer Tragweite. Wie der Autor anhand umfang- 
reichen statistischen Materials aus breitgestreuten Quellen der Gesetzgebung, Schul- 
verwaltung und aus empirischen Untersuchungen im Schulbereich darlegen kann, 
besteht in mehreren Ländern der Bundesrepublik heute die Tendenz, das Einschu- 
lungsalter für die Volksschule heraufzusetzen. In dem Bemühen, den Schulerfolg 
der Kinder zu gewährleisten und dem vielzitierten ““Sitzenbleiberelend” abzu- 
helfen, wurde in den letzten 20 Jahren das Einschulungsalter um ein halbes Jahr 
erhöht. 


—————— ee 
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Dieser Tatbestand mutet paradox an, wenn man die erhöhte körperliche Akzeler- 
ation der Schulneulinge — besonders in den Städten - mit in Betracht zieht. Anlaß zu 
einer Erhöhung des Schuleintrittsalters können also nur Zweifel gewesen sein an 
den intellektuellen, willentlichen und sozialen Reifevoraussetzungen. Letztere 
werden hier nicht erörtert, und der Autor beschäftigt sich ausschließlich mit den 
intellektuellen Reifevoraussetzungen, wie sie mit den üblichen Schulreifetests 
(vornehmlich mit den Frankfurter und Weilburger Tests) erhoben werden können. 

Seine Ergebnisse widersprechen dem oben aufgezeigten schulpolitischen Trend 
und laufen im wesentlichen auf die Forderung hinaus, den gegenwärtigen, pauscha- 
len Aufnahmemodus zu überprüfen und neue Wege einer nach Begabung und Vor- 
kenntnissen differenzierenden Praxis zu beschreiten. Von besonderem Wert sind 
deshalb die drei Alternativvorschläge, die der Autor abschließend zur Linderung der 
jetzt bestehenden Ungerechtigkeiten macht. Sie reichen von der Neuorientierung 
des Erstunterrichts und entsprechenden Maßnahmen zur Befähigung der dort 
unterrichtenden Lehrkräfte über eine Kombination von pflichtgemäßer Einschulung 
der Kinder im Alter von 6;6 — 6;11 mit selektiver Einschulung der jüngeren. Kinder 
bis zur Einführung der Kinderschule für das vorschulpflichtige Kind. Jede dieser 
Maßnahmen wäre geeignet, augenscheinliche Mißstände zu beseitigen. Von einer 
Umsetzung solcher Vorschläge in die Wirklichkeit war bisher in der Bundesrepublik 
wenig zu hören. 

Dabei stützt sich der Autor auf Zahlenmaterial aus umfassenden Untersuchungen 
in Frankfurt und Duisburg, an dem abzulesen ist, “daß ein hohes Einschulungs- 
alter nicht unbedingt zu einem geringeren Anteil an Zurückstellungen führt“ 
(S. 41), sind doch z.B. von den ältesten Schülern der Frankfurter Untersuchung 
16% immer noch nicht einschulungsreif, während von den jüngsten 66% durchaus 
schulreif sind. Überdies blieb nach Heraufsetzung des Einschulungsalters die Sitzen- 
bleiber-Quote etwa gleich hoch, die Überalterung in den Klassen nahm zum Teil 
schon katastrophale Ausmaße an. 

In seiner eigenen Berliner Untersuchung bedi 
methodischen Ansatzes. Er untersuchte nicht mehr nur die Gruppe der 
bleiber und Gescheiterten, um die Gründe für deren Scheitern herauszufinden, 
sondern ging von “normalen””, nach Altersquartalen gestaffelten Schülerpopula- 
tionen aus und untersuchte die Erfolgschancen der darin jüngeren Kinder. 

Ein bemerkenswertes Nebenprodukt der Arbeit des Autors muß noch festge- 
halten werden, dessen Kenntnis für Test-Psychologen ein nützliches feed back 
darstellen dürfte. Offensichtlich führt nämlich der verstärkte Gebrauch immer 
besser selegierender Schulreifetests zu einer erhöhten Zahl von Zurückstellungen, 
sei es auch nur indirekt durch eine Erhöhung der Anforderungsnormen. NA 

Durch die geballte Verwendung statistischer Erhebungsdaten und ihre detaillierte 
Darstellung in Form von Tabellen hat man etwas Miihe, den Ausführungen in allen 
Teilen gleich zu folgen, doch ist das statistische Ausgangsmaterial korrekt wieder- 
gegeben und überdies im Text erläutert, Der Mühe einer genauen Lektüre sollten 


Sich vor allem diejenigen Schulleiter und Regierungsbeamten der Kultusverwal- 
Stützung ihrer Reformvorschláge suchen, 


tungen unterziehen, die genaue Daten zur Go 
aber auch diejenigen, denen das Problem bisher nicht brennend genug erschien. 
Für eine bessere Ausschópfung der Bildungsreserven lassen sich jedenfalls kaum 
wirkungsvollere Maßnahmen denken als die vorschulische Fórderung der sozial und 
begabungsmäßig Benachteiligten und ein differenzierender Aufnahmemodus für 


alle Kinder in die Volksschulen. 


ente sich der Autor eines neuen 
Sitzen- 


VoLxER GoLp, München 
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- International 
Education Year - 1970 
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other international organisations and national 
governments which have responded to the 
Proclamation of the International Education 
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to this international event: , 
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Promotion of Education at Preschool Level.in the Federal Republic of Germany 
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Deprivation and Disadyantage in Developing Countries 
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- Report of the Seminar for Directors and Educational Research Institutes and Pro- 
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- H. H. STERN, Les langues et l'écolier (transl: from the Englis E 
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- J. O. J. VANDEN. BOSSCHE, Las Escuelas Comunitarias (transl. from the French) 
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- LR. VESSELO, Mathematics for the Primary School 
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SOCIOLOGY OF EDUCATION IN A 
COMPARATIVE FRAMEWORK 1) 


by C. ARNOLD ANDERSON, Chicago 


e than a century ago what we today call "comparative education” 
ed the scholarly interest of international-minded observers of 
onal change and the reformist zeal of statesmen. Today it is an 
ational fashion. Perhaps reformist aims typically supply the impetus 
looking at educational practices abroad (as Brian Holmes has con- 
: perhaps in some other country men have indeed eliminated the 
we find in our schools. Diverse as are their interests, growing 
ers of social scientists who disdain being identified with “the 
ational profession” are studying education and most of them are 
of a worldwide effort to launch new and improve old educational 


h social science has its special vantage point from which to examine 
connections of education with other sectors of society. Commonly that 
Point expresses a newly appreciated “comparative” perspective on 
organization and change. Sophisticated use of comparative tech- 
is bringing more rigor to these new research programs and more 
nce in the applicability of the findings. A comparative perspective 
| societies must rely upon anthropology, but sociology has a special 
ative capability by virtue of its experience at analyzing the 
connections among “institutional systems”.?) 


Duality of Comparative Education?) 


ences in pupils’ school achievement. While this first focus within 
parative education tends to be favored more by professional educators 
reason for that preference. 
whether the sex of primary 
i those 
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small army can be busy with internal research without paying any 
attention to the connections of schools with other parts of the society. 

This latter, inter-institutional analysis (that forms the second substan- 
tive division of comparative education), emerges when an effort is made 
to explain why the relationships identified in the first approach vary in 
strength or pattern from one society to another. But it can, on the other 
hand, reflect the aim of determining what the effect of education is upon 
economic or political characteristics of a society. Thus, anything re- 
sembling a “functional” interpretation of education falls into this second 
category of problems. 

This second approach is more likely to be adopted by a social scientist 
interested in education than by a scholar or administrator whose work 
lies “inside” an educational system. It is not only fashion that today 
makes “education” a frequent heading in the indexes of projects and in 
bibliographies of publications within each social science. The progressive 
inclusion of larger proportions of contemporary populations within the 
ranks of school attenders and for more years of their lives would alone 
generate more topics enticing the social scientist to use his research skills 
in their exploration. But this enlargement of the “educational population” 
is at the same time an index of the investment of larger percentages of 
societies’ resources and by the same token an index of the confidence 
among national leaders that schooling produces desirable effects upon 
the growing generation and the means for the much-desired social progress 
and economic growth. But the roots of this burgeoning interest in edu- 
cation among social scientists are also in part methodological. That is, 
failure to explain behavior by previously fashionable “causes” gives rise 
to the determination to explore the ramifications of a different insti- 
tutional complex, this time education. A very large part of the policy- 
oriented research on contemporary urban affairs reflects that new focus 
of research interest. 

Use of data from more than one society on this second cluster of topics 
needs little defense. The reciprocal relationships between the practice of 
co-education and the status of women in society will seldom be illumi- 
nated by data drawn from a single society. Or, the effect of individuals’ 
level of schooling upon vertical social mobility, as distinct from the 
effects of a changing occupational structure, likewise can hardly be 
identified without use of data drawn from distinct institutional systems. 

Representatives of any social science could find either of the two 
foregoing approaches to comparative education congenial. Efforts to 
demonstrate that pupils learn more in proportion to the amount of 
resources put into their schools will not be very convincing unless econo- 
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mists do the analysis. Professional educators almost always believe that 
higher salaries are the panacea for the shortcomings of schools. But 
economists are coming to be interested in the second perspective also as 
they try to measure the contribution of education (among other factors) 
to differences in national rates of economic growth. The analysis of 
streaming practices has taken on a new depth as sociologists have shifted 
from an individual to a social psychology of learning, and in the process 
are discovering that streaming is perhaps as much an attitude of teachers 
as it is a sorting of children. But (like the economist) the sociologist 
sometimes has mainly the task of cautioning against faith that sociology 
will solve all the problems given up by the psychologist. Thus, analysis 
of the strictly structural features of social-status systems demonstrates 
that schools can not facilitate the upward mobility of all children since 
only some can be upwardly mobile in any society. The chastening ex- 
perience with “culture free” mental tests over the last generation warns 
against merely substituting the newly popular sociology for the unsuc- 
cessful psychology as the principle ally of the practical educator. 

There are awesome technical difficulties besetting our more sophisti- 
cated research assaults upon educational problems in any society, But 
inter-sector studies across societal boundaries confront a special diffi- 
culty: the same social structure or practice can have unlike outcomes or 
functions in different societies, and conversely. Few would doubt, for 
example, that children’s conceptions of authority are affected by the 
model of teachers (as against parents) to a greater extent in some societies 
than in others. One can speak of “the sixth-form function” or element of x 
secondary schools, but the particular organizational device used can vary 
widely among educational systems. S 

Many studies by sociologists or other non-educators are vitiated by 
their predilection to treat education as some kind of highly general 
parameter. The practitioner, however, is conscious of particular class- 
Tooms under the exciting instruction of a master teacher or the deadening 
drag of a misfit teacher, as the case may be. Identifying the content of the 
“education” factor in inter-institutional or inter-sector investigations 
will long remain a major obstacle to inter-disciplinary collaboration on 
fundamental educational problems. í COME 

À prime reason for drawing data from other and different societies is the 
Possibility of discovering a practice that can be usefully imported by us. 
But even from the strictly research point of view, it is good strategy to use 
multi-society data. One such reason is the desire to obtain a wide range in 
the independent variables and diversity in the combinations of them. The 
effects of some variables cannot be identified within one educational 
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system because practice is virtually uniform over the whole system; the 
effect of age at entry to school is the trite and familiar example. 

But education (like family life or the conventions of electoral compe- 
tition) occurs only domesticated into particular societies, each with its 
individual culture. In order to identify the salient effects of or constraints 
upon education, we need to examine the associated variables that affect 
the weight of a given one, and this is best done by looking at different 
societies. For example, administratively “centralized” school systems 
occur in Japan and France, in Swedish and Italian versions, in countries 
with strong national teachers’ unions and where these are lacking. 

One can speculate that in the next few years comparative analysis of 
important educational topics will prove more useful in producing chal- 
lenges to accepted notions than in establishing firm inter-societal gener- 
alizations. One may expect comparison to be more useful for intra- 
educational topics (approach number one) than for identifying either the 
societal effects of schools or the main ways in which “national charac- 
teristics” determine the outcome of schooling. Perhaps the most im- 
portant result of efforts to study education comparatively will be the 
improvement of data, quantitatively and qualitatively. Already such 
improvements since about 1950 have vastly increased our capacity to 
deal comparatively with basic educational issues. 


The Multifunctionality of Education 

That all the social sciences can contribute to productive research on 
education is in part due to the fact that schools in every society have 
many functions, of which five can be identified. 

1) Schools devote much of their time to producing “intermediate 
products”, products intended in large part simply to maintain the 
system and to supply the material for the later stages of educational 
activity. Much of the proverbial pedantry and aridity of instruction 
arises specifically from the fact that few teachers are preparing individuals 
in identifiably direct manner for an activity other than continuance as 
"pupils". Every society, moreover, struggles to draw sufficient graduates 
of ability back as teachers who display parity of competence and can win 
parity of prestige with the individuals trained by the schools for com- 
peting occupations. These two illustrations touch on a large proportion 
of the "problems" of education, whether seen as topics for research or as 
issues for decision. 

2) Primarily through drill in the 3-R’s, children absorb certain portions 
of the society’s culture up to some conventional level determined by the 
duration of their enrollment. By having their appreciations widened 


sé 
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beyond vicinal folkways, they become members of a society rather than 
of a community or "tribe". The accompanying indoctrination — that 
formed so important a reason for the universalizing of folk schools — is 
perhaps less important than the accompanying capacity to identify with 
novel situations. 

3) A proportion of youth learn to share in preserving and revising 
(even reviving) the “high culture”. In diverse ways all school systems 
help to select and mold elites, perhaps mainly by identifying the indi- 
viduals who may receive the opportunity to become the sort of person 
who will be recognized as elite. 

4) While schools diffuse simple cognitive skills and new variants of 
societal consensus, they also create individuality — quite apart from 
elite-linked selection. (For no mysterious reason, this outcome of schooling 
is the most difficult for social scientists to bring under the scrutiny of 
their methods). Through adeptness with symbols, the child learns to 
explore new worlds imaginatively. He acquires new loyalties; he may 
discover what it means to grow away from old loyalties and become self- 
consciously adept at finding his own way of looking at things. In coping 
with lessons, many children internalize the principle of objectively valid 
Standards. By learning that new rules of conduct lead into new experi- 
ences (and in other ways) he gains new conceptions of his own identity 
and may even discover the two-sided experience of privacy. On the other 
hand, many children are thwarted into acceptance of their ineligibility 
for the excitements of learning. 

5) Just because it is currently emphasized in most discussions of 
educational policy, vocational training has been put last. Except for 
those still enrolled in late adolescence, individuals normally are prepared 
by the school to participate in an evolving occupational structure only 
through “general” education. They are readied for specific training and 
&raded as eligible for different kinds of jobs, but they receive little drill on 
how to act in the job. It is not unimportant that economists defend 
general education as enthusiastically as do humanists — though the latter 
seldom return the courtesy. 


Difficulties in Measuring What Schools Do 

Neither investigator nor policy maker can be content only to enumerate 
the effects of schools, We want to identify separate effects amidst varying 
Matrices of associated circumstances. Only then can we choose the most 
Promising alteration of schools or of some auxiliary social practice de 
agency. For example, if certain economists are correct in saying that only 
half of the employment handicaps of Negroes in the United States are 
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due to their race, while the other half is due to inadequate schooling (an 
earlier imparity of opportunity) we have a more definite clue to policy 
than if the assignment of causation were assumed to be quite otherwise. 

Each social science has produced numerous pronouncements of its 
special recipe for the success of educational agencies. To be sure, decades 
of experiments with data about “‘individual learning” have yielded little 
that guides us to a scientific pedagogy.) But in all honesty, there is little 
likelihood that sociologist or anthropologist will bring forth the magic 
key that was overlooked by psychologist or theologian. We now see that 
we must learn to distill the empirical element in guidance for policy from 
large-scale investigations encompassing many variables. Our initial 
experience with these masses of data reveals mainly how elusive are the 
effects in complex societies of any particular operation or activity by 
formal societal agencies such as schools. The perduring and pervasive 
effects of other agencies such as families or those family clusters we call 
"communities" are demonstrated more firmly than are the promises of 
the educational advocates.5) 

From these giant studies few firm and Specific guides to policy have 
emerged on the most heatedly debated issues. Skepticism about con- 
ventional panaceas does seem to be strengthened. But we are not being 
signally more successful in demonstrating what the effect of schooling is 
upon individuals' occupational careers or civic leadership after they leave 
school. We are discovering that much of the effect of schooling is to raise 
aggregate (and therefore average) incomes or civic performance while 
having minor effect upon the differential benefits to some as against other 
individuals. In part this situation reflects the progressively greater 
approach to uniformity of schooling (at least in amount) among the 
population of any modern society. But we are discovering also that what 
Schools do for individuals depends largely upon the readiness of other 
agencies in the society to utilize effectively the kind of graduates that the 
nature of the Society permits its schools to turn out. In short, measure- 
ment of the distinguishable and independent effect of schools upon pupils, 
while they are pupils or when as adults they apply what they have 
learned, has so far not been accomplished. Yet despite our quantitative 
failure, we certainly are impressively more knowledgeable today about 
the nature and relative magnitude of the basic factors in these situations. 

But as we seek to break open the secrets of this complex realm of 
pedagogical phenomena we run the risk of playing tricks upon ourselves 
in the ways we design our projects. Specifically, if we elaborate the 
collection of subtle background data about pupils, we tend to confuse the 
distinction between independent and dependent variables. By collecting 
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more data about parental attitudes or parental assessments of their 
children’s aspirations and reactions to school, we can build up the 
apparent causal contribution of the home milieu to pupils’ performance. 
But it is all too likely that parental reports about their own or their 
offspring's attitudes and aspirations, if elicited after the child has es- 
tablished his individual style and level of learning, are rationalizations of 
that demonstrated performance or are proxies for “native ability” of the 
child or parent. Presumably, we can escape these difficulties best by 
some variety of longitudinal study. 

The foregoing discussion has been phrased mainly in terms of situations 
in “advanced” societies, but the same issues confound our efforts to 
codify practicable advice to developing nations. We forget how modest 
was the contribution of the school to socialization in western societies, 
We overlook the poverty in developing societies of the auxiliary influences 
without the support of which schools must be comparatively ineffective. 
Estimates of how much Peru or Laos can benefit financially from schools 
usually are set forth without troubling to state that when we extrapolate 
from western experience we are tacitly assuming the presence of the 
western-type social milieu. But in developing societies new linkages of 
school with non-school agencies must replace what history granted to the 
nowadvanced societies. The same problems, of course, have to be 
resolved in prescribing the optimum educational arrangements for 
culturally disadvantaged minorities in our own societies. 


Interpreting the Linkage of School to Society 

Every scholar has some simple formulas he uses to produce order in the 
complex phenomena with which he works. These formulas guide research 
activities and color the policy recommendations he is willing to pronounce. 
We are, of course, more accurate in identifying these formulas in the 
thinking of our colleagues than of ourselves. One notion that is widespread 
among social scientists in many variants says that a particular type of 
Society will have a certain type of education system. In the most general 
Sense this statement has to be a truism. Hence the schools of advanced 
Countries tend to be more alike than are schools of developing and de- 
veloped countries. One can think of exceptions, perhaps, but the main 
difficulty is that the assertion is so general that empirical evidence is 
likely to be equivocal. j 

Few would doubt that an advanced technological society should and 
Vill have a very different educational system than does a semi-developed 
Society. The rate of employment of scientists and engineers will be higher 
in the former (and most will have been educated in their country). Where 
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technologists are numerous secondary and university enrollments will 
be high. Yet over the whole range of nations the supply of technical 
manpower shows little correlation with the level of employment of 
teachers. Countries do not even have to spend large percentages of 
national income on education to have a high employment of technologists, 
Moreover, a country can have an abundant supply of scientists and 
engineers without biasing higher education toward those specialities; the 
reverse actually is the case. Also, the countries spending the largest share 
of their national product on schools have lower proportions of university 
students enrolled in engineering and science. A high level of employment 
of those sorts of men, however, is associated with heavy expenditures on 
education and with relatively large total enrollments in higher education, 
It would seem that the technological sector of the labor force is as much 
a reflection of as it is a cause of technological development. Allocation of 
trained men to the activities that can use them productively is more 
important, so to speak, than struggling to train just the right sorts of 
specialists. 

From this terse summary of an intricate matrix of inter-nation corre- 
lations, I conclude that notions about the proper “fit” between schools 
and society are debatable. One can notice that advice as to how a country 
might improve that “fit” often contradicts the experience by which the 
adviser's own country became prosperous enough to supply advisers to 
other countries. As we all know, western technological societies were 
developed by men whose schooling was mainly “‘bookish’’, in so far as 
their schooling was important for national development. 

One can similarly challenge sociological ideas about “fit” of school and 
society. The presently advanced and politically democratic societies were 
developed with school systems based on quite limited relative educational 
opportunities for children from lower-stratum homes. Equality of edu- 
cational opportunity (like technologically oriented schools) was a late 
product of societal development, not the means thereto. 

Even many of the enthusiasts for educational planning are beginning 
to concede that one can derive few definite educational programs from 
the economic, political, or other extra-educational aims of a society. 
Capability of a society to manage a complex and changing technology 
requires that the labor force be able to adjust flexibly to occupational 
demands that at present can hardly be envisaged. The “fit” comes from 
the flexible adjustment of broadly trained manpower to societal changes, 
not from anticipating correctly the training the labor force will need in 
the indeterminate future. 

The principle yields from the recent years of thinking about educational 
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planning are two. One is an improved body of educational data. But the 
efforts to produce better data have revealed that the congruence between 
occupational distributions, educational distributions, and income levels 
(individual or aggregate) is tenuous and extremely varying from country 
to country. Second, efforts to clarify the assumptions of educational 
planning have revealed many ways in which education becomes inter- 
twined in the broad processes of development and change. 

The indeterminate nature of the relationship between society and 
school emerges also when we try to explain why countries differ in 
“effectiveness” of their schools. It has, for example, proved to be difficult 
to explain the differences in average pupil performance in theinternational 
study of mathematics achievement. There was a fair degree of success in 
explaining the differences among individual pupils within each of the 
twelve countries. But attempts to say why the mean scores were higher in 
some countries than in others have proved more frustrating than illumi- 
nating.6) 

The participants in the study initially assumed, as seemed reasonable, 
that the more technological societies would pour the most mathematics 
into their pupils and obtain high scores on the international tests, How 
else, one asks, could advanced societies produce their innovativeness and 
their capacity to manage technology? No doubt this would have proved 
to be the case if we had used a representative set of countries of varying 
levels of development. But among the rather similar advanced countries 
Participating in the study, mean scores of pupils tended to be negatively 
Telated to national indices of economic or technological development. 
Countries with the higher scores do not produce relatively more books in 
technology nor do they have relatively larger enrollments of university 
students in engineering and science. Items relating to "intellectuality 
of societies (as ratio of book titles to population) are not correlated with 
Pupils’ average scores. Educational features and “national charac- 
teristics” do not seem to be very tangibly associated.?) ; 

As one goes a little further into this network of relationships, the societal 
influences upon schools become more problematic. Not only are Japanese 
mean scores the highest among pupils at the end of the compulsory 
Period of schooling; children from lower-status Japanese homes outscore 
Pupils from upper-status homes in some other countries. Nevertheless, 
Inter-pupil variability in Japan is very large. How can social ierg 
Induce extremely high performance among Japanese pupils from rela- 
tively disadvantaged homes and among pupils from homes with nee 
Parents yet leave the dispersion among pupils in score very large? In 
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fact, the correlation coefficient between scores and status of parent is of 
about the same magnitude in Japan as in the United States. 

Suppose we explore the “social structure" factors more carefully; e.g., 
opportunities for social mobility may be viewed as facilitating performance 
in school rather than as resulting from such performance. The countries 
with the most mobility would then be expected to display better per- 
formance in tests of achievement. Although the data at hand are hardly 
ideal, for the countries in the international mathematics project there 
seems to be no correlation. Moreover, the rates of upward mobility are not 
higher in those countries with the least social selection for attendance at 
secondary school. 

The national profiles or levels in mathematics scores seem not to be 
explainable in terms of mobility opportunities, “school climate”, or 
“desire to please parents". It seems imprudent to take refuge in the 
ambiguities of “national character”, the effects of which presumably 
would be decisive only after one had allowed for economic structures or 
for patterns of social aspiration and opportunity. There is, indeed, a 
fundamental indeterminacy implicit in questions about technological 
level and school outputs (i.e., mathematics learning). Technological 
societies do “need” to apply a larger fund of mathematics knowledge to 
keep their complex economies operating. But that necessity does not 
specify the required distribution of competence among the labor force. 
It does not specify whether it is the average level of competence, the level 
of the most qualified elite, or some particular profile of competence as 
among the different occupational strata that is decisive for technological 
advancement. 


The Potential of Schools for Social Change 

A social trend is a succession of shortrun changes and in each interval 
education is as much effect as cause. The capability to cope with change 
clearly rests upon widespread alertness, a quality that is nourished by 
elementary education and literacy. It is an indifference to that alertness 
that stultifies so much of the thinking about education that is phrased in 
manpower terms. Manpower planners acknowledge that technological 
change is dynamic; some of them perceive also that it is uneven and 
unpredictable in direction. Yet most of the occupational projections to 
be found in educational planning documents are very explicit and in- 
flexible. Planners tend to be suspicious of individuals’ capacity to make 
choices and to work out their own accommodations to new situations. 
That suspicion, however, contradicts the belief that schools should train 
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individuals broadly. Many of the resulting prescriptions for schools are 
unrealistic. 

Even in societies possessing the best of the world’s educational systems, 
critics have been saying for generations that the schools are dominated 
by long-obsolete ideas. The curricula and the methods of the educational 
systems that contributed to the technological revolutions of the last 
century are said to be vestigial and incapable of preparing individuals to 
cope with the demands of the emerging future society. It is undeniably a 
truism that education reflects the individual characteristics of the society 
in which it exists. But since education is supposed also to reflect the 
characteristics of the society that has not yet emerged one could hardly 
deny that any system of schools could be improved. 

But if schools are useful, surely they are to that extent adapted to their 
milieu. Allegedly obsolete ideas guided the educational system that 
contributed to producing the social conditions that now are said to 
require a different educational system. Yet the future social system will 
be created and supported by individuals educated in the present schools. 
The criteria of how well "adapted" schools are to their society are 
demonstrably vague and perhaps even indeterminate. These debates 
about the "suitability" or “appropriateness” of schools are in essentials 
the same in Peru as in Greece or Sweden; it is only that the complexity 
of the criteria expands as does the complexity of the environing society. 

One of the oldest and most frequent indictments says that schools are 
too “bookish”, that there is too little concreteness in what pupils are 
asked to learn. If this is asserted in order to win greater attention for 
science, few would object. But chemistry can be and often is taught as 
woodenly as Latin. The plea for concreteness and the disparagement of 
abstractness in school lessons is less persujasive today than a generation 
ago, for curricular specialists are rehabilitating the notion that lessons 
should be organized according to cognitive criteria, the logic of the 
Subject. Unfortunately, the implicit logic is less evident in social studies 
or literature than in zoology or chemistry. It is difficult to specify ‚how 
to be “concrete” in teaching about “the expansion of Europe” or ae 
Commercial revolution”. Perhaps pupils benefit from spending weeks 
learning the details of their national social-welfare system; pethaps, 
however, time would be better spent analyzing the ways in which the 
Costs of such systems are and might be paid. The details can be learned 
from television; the economics of the topic they will learn only in school. 


In the last few years we have been deluged with accounts of how 
“Jocalize” the contents of school lessons. 


ican j ing to 5 
countries are going village rather Aten eatin 


If that means starting geography with their 
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England or relating their own history to world events, few of us would 
dissent. But the avoidance of tribalism in Nigerian school lessons is not 
too unlike that of avoiding provincialism in teaching the history of the 
Netherlands. The “role of the labor movement” in the development of 
social welfare programs can be taught as myopically by left-wing Swedish 
teachers as can the history of Africa by nineteenth century British 
expatriates in a Nigerian grammar school. To offer “African history” to 
Negro children in Chicago schools is not to “localize” instruction nor even 
to make it more concrete. And from the standpoint of using schools to 
nourish change one wonders whether Ibo history for the pupils of Eastern 
Nigeria would serve as well as the history of Yorkshire or Flanders. 

The “relevant” content of school lessons may not be the “‘concrete” or 
the “local”. We cannot be sure that contemporary schools are more 
successful than old-time ones in facilitating social change. Many of the 
arguments for providing a more “concrete” curriculum rest on the 
alleged need to combat the “alienation” of contemporary youth. But 
— however obscure the etiology — much of this alleged alienation is a 
rejection of the time dimension of social life and an immersion in a non- 
cognitive present. The misunderstandings between generations can be as 
acute in Antwerp as in Lagos and perhaps youth in both places are 
coming to attribute new meanings to schools. Much of this change (if it 
is actual) may reflect the compulsory enrollment of youth with no family 
preparation for prolonged school attendance. Perhaps the roots of this 
problem lie in the confinement in schools of populations who have not 
yet acquired the culture of school work; that is, it may be a new clientele 
rather than a change in the traditional clientele for schools that gives rise 
to the accusations of sterility in school teaching, No one could deny that 
the universities and research institutes are potent sources of social 
change. But we may observe little increase over time in the potential 
of the lower schools for fostering change because the simultaneous 
widening of populist participation in policy making for schools increases 
the social weight of groups who find most social changes distasteful or 
threatening. 

It is premature to speak of the “lag” of “the schools" behind social 
change. It is superficial to propose taking the cognitive “rigor” out of 
school lessons until we know more clearly wherein the rigor resides. 
Assessment of the potential of schools to facilitate change presupposes 
knowledge of the possible ways in which that supportive influence 
occurs. Unfortunately the scholars who study change are seldom the ones 
who decide on new ways of teaching lessons in schools. 
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NOTES 


1) This paper draws on parts of two papers prepared for the Assistant Secretary 
of Education, containing recommendations for implementation of the International 
Education Act. 

2) C. A. ANDERSON: “Sociology in the Service of Comparative Education”, 
International Review of Education, Vol. V, 1959, 3, pp. 310-18. 

3) C. A. ANDERSON: “The Methodology of Comparative Education”, Ibid., Vol. 
VII, 1961, 1, pp. 1-22. 

4) It is overlooked often that discovery of the “distribution” of achievement 
scores represented the first massive documentation of effective modification of 
human behavior. The discovery of the "forgetting curve" similarly supplied the 
prototype for evaluation of new educational reforms such as “headstart” or “ori- 
enting Tanzanian children to life in the farm village". 

5) T. Husén (ed.): International Study of Achievement in Mathematics. A Com- 
parison of Twelve Countries. Stockholm/New York: Almqvist and Wiksell/J. Wiley, 
1967. This study offered the first large body of data for objective assessment of 
educational systems. The problems involved in imputing causation in multi-variate 
studies are explored in a series of documents by G. F. Peaker (located at IEA, 
Wenner-Gren Center, Stockholm). ? N 

6) C. A. ANDERSON: “The Reflection of Social Characteristics within the School”, 
in D. E. Super (ed.): Toward a Cross-National Model of Educational Achievement in 
a National Economy. New York: Teacher’s College Press, Teacher’s College, Colum- 
bia University, 1969. TARN 

7) We know, of course, that if we compared regions within countries, indexes of 
economic level and pupils’ scores would be quite positively related. But those 
relationships cannot be extrapolated over the set of relatively developed countries 
involved in the international mathematics study. 


BILDUNGSSOZIOLOGIE IN VERGLEICHENDER SICHT 
von C. ARNOLD ANDERSON, Chikago 


Das Interesse für “soziologische”” Aspekte der Erziehung ist nicht zuletzt unter 
Soziologen ständig gewachsen. Teilweise spiegelt dieses stärkere Interesse die 
besondere Fähigkeit der Soziologie zur vergleichenden Analyse der Zusammen- 
hänge zwischen den großen institutionellen Systemen der Gesellschaft. Während 
dieser Ansatz die Behandlung von Themen aus dem Bereich des Erziehungswesens 
(intra-educational) nicht ausschließt, begünstigt der “funktionale” Ansatz der 
vergleichenden Soziologie jedoch die Untersuchung der Beziehungen zwischen 
verschiedenen (inter-institutional) Institutionen und Systemen, Der Soziologe muß 
Sich allerdings dagegen wehren, der unwissentliche Erbe von ‚Problemen zu eeu 
die angeblich die Fáhigkeiten anderer wissenschaftlicher Disziplinen ara 
So ist z.B. die “Messung” des Einflusses des Schulbesuchs auf die Karriere der 
das Wohlergehen des einzelnen in schwierigeren Aspekten in einer Zeit, da gan 
andere Disziplin die erforderlichen Daten oder Verfahren zur Lésung dieses ro- 
blems besaB, zu Unrecht oft den Soziologen zugefallen. Jedes Schulsystem ist 
jedoch in ein bestimmtes Kultur- und Sozialsystem eingebettet, und die Ermittlung 
der jedem Schulunterricht inhärenten überkulturellen Einflüsse bleibt ein fun- 
damentales Problem. Der funktionale Ansatz ist also notwendig, aber keine aus- 
Teichende Garantie für eine fortschreitende Lösung der erwähnten Probleme, Daß 
dem so ist, erweist die Schwierigkeit oder Unmöglichkeit, die “Passung Aer 
einem Erziehungssystem und der es umgebenden Gesellschaft zu bestimmen. Ganz 
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abgesehen von dem jeweiligen Gegenstand fördert die Bildungssoziologie zur 
Zeit jedenfalls eher die Skepsis gegenüber der Verallgemeinerung, als daß sie 
landläufige und sichere Verallgemeinerungen bekräftigt. 


SOCIOLOGIE DE L’EDUCATION DANS UNE OPTIQUE COMPARATIVE 
par C. ARNOLD ANDERSON, Chicago 


L'intérêt manifesté pour les aspects ‘‘sociologiques’’ de l’&ducation s’est con- 
tinuellement développé — et non seulement parmi les sociologues. Le plus grand 
intérêt a trait, en partie, à la capacité spéciale comparative en sociologie à analyser 
les rapports existant parmi les grands systèmes institutionnels des sociétés. Tandis 
que cette dernière conception n’exclue pas l’accent mis sur les thèmes ¿ntra-péda- 
gogiques, la conception ''fonctionnelle" de la sociologie comparative favorise 
réellement un centre d’intérét sur les relations inter-institutionnelles. Le sociologue 
doit lutter contre le fait d’être l'héritier inconscient de problèmes que l'on considère 
comme étant au delà de la capacité d'autres domaines académiques; par ex, 
mesurer “l'influence” de l'instruction sur la carrière ou le bien-être des individus 
dans les aspects les plus difficiles, a souvent été confié, par erreur, aux sociologues 
à une époque où, aucune discipline ne possédait les données ou les instruments 
pour résoudre ce problème. Cependant, chaque système scolaire est domestiqué au 
sein d’un système culturel et social donné, et l'identification des influences supra- 
culturelles concrétisées dans l'instruction formelle, demeure un probléme fonda- 
mental. Une conception fonctionnelle s'avére nécessaire, mais elle ne constitue pas 
une assurance suffisante de progrès constant pour résoudre les différents problèmes 
mentionnés. Que ce ne soit pas suffisant, on s'en rend compte par la difficulté ou 
l'impossibilité que l'on éprouve à spécifier une ''correspondance"' entre un système 
pédagogique et la société environnante. A l'heure actuelle, en ne tenant presque 
pas compte du thème, la sociologie de l'éducation préconise la prudence quant à la 
généralisation, plus qu'elle n'appuie une généralisation ferme et répandue. 


AN ECONOMIST'S APPROACH TO EDUCATION 
by Mary JEAN Bowman, Chicago 


Over the past dozen years concern with the formation and utilization 
of human competencies has been permeating almost every aspect of 
economics, whether the problem at hand be analysis of economic growth, 
income distribution, labor-market discrimination, tax policy, “brain 
drain”, poverty and unemployment, or what you will. It is easy enough 
to trace the history of treatment of education in economic thought back 
to the predecessors of Adam Smith, but education received little attention 
from the 1920’s to 1950, and the tools with which analysis can be con- 
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ducted today are increasingly sophisticated and powerful relative to 
those used in analysis of human resources in earlier work. The recent 
developments are new also in the extent to which they have infiltrated 
the core of economics both as a positive science and as a normative 
discipline. 

I shall make no attempt at balanced coverage here. Instead this paper begins by 
sketching the basic generalized decision framework, along with brief comments 
concerning measurement and the concept of elasticity, all of which are essential to 
an understanding of the new economics of education. Second, I shall discuss some 
applications of individual decision models to analysis of behavior with respect to 
self-investment in schooling and in postschool learning. Finally, taking a societal 
view, I comment briefly on the aggregative effects of schooling on national income 
and on the distribution of income and opportunity. Throughout 1 have tried to 
point up recent and likely future developments in the economics of education that 
may be of special interest to or draw especially upon the collaborative expertize of 
educators. However, the reader will discover only a few references to empirical 
findings in this paper. It is concerned primarily with the exposition of a way of 
thinking and some of its implications. 


Basic Elements of a Decision Framework 


No matter what the problem that may be the focus of attention, 
economics is first of all and most fundamentally the study of the allo- 
cation of limited resources among multiple uses. This is the way in which 
the economist approaches analysis of the size of national income and its 
growth, and this approach is inseparable from the study of determinants 
of the distribution of income and opportunity in a society. In brief, 
economics may be defined as a science of decision-making, which is the 
key to economics as a behavioral science, just as it is also the key to 
benefit/cost evaluations and “cost effectiveness” analyses in the service 
of public policy makers. But “benefits” and “costs” can be of many 
kinds. i 

Whether the decision-maker is an individual (or his parents), a business 
firm, a school superintendent, or a national planning commission, there 
are certain basic elements in any decision problem that are always there, 
Whether they receive overt recognition or not. These elements include: 
(1) a multi-dimensional set of preference functions; (2) a mix of multiple 
Tesource availabilities and limitations; (3) a multi-dimensional set of 
“transformation functions” or ways in which various combinations of 
“inputs” or changes in those combinations over a diversity of activities 
affect the combinations of results or “outputs”. The outputs can be 
anything from capacity to perform on achievement tests and to put on 
the appearance of being an “educated man” to eggs, cabbages, or loaves 
of bread. 
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It is sometimes convenient to think of two broad sets of transformation, 
or production functions: (3a) human-learning production functions (which 
certainly must be central in educational research), and (3b) all other 
production functions, including those involving utilization of human 
resources of various kinds and quantities in combination with each other 
and with other kinds of inputs to produce virtually anything, including 
political change. However, this division is not entirely unambiguous, 
since men learn by doing and hence the utilization and the formation of 
human skills are by no means independent of each other. In fact one of 
the major contributions of recent work in the economics of education has 
been the progress in analyzing this complex phenomenon. Equally of 
concern, but even more difficult to get hold of, are the questions con- 
cerning how and by what processes the actions flowing from educational 
decisions of today will affect developments of the future, and with those 
developments the parameters of future decision situations. — 

It is of course widely recognized that what decisions are made and what 
results from the decisions depends upon “the institutional setting”. 
Constraints on action — which variables are manoeuverable in what 
ways — are imposed by customs, laws, established “interests” and so on. 
But these constraints all fall into place under one or more of the three 
main sets of elements listed above. From the point of view of the indi- 
vidual, some constraints are limitations on the resources that he can 
command or how he may use them; others will be unconsciously inter- 
nalized in his own preference functions. From the wider perspective of 
public decisions and policy-making the potential scope for manoeuvre 
may be larger to the degree that laws can be changed and institutions 
temolded. However, any particular group of public policy-makers will 
often feel severely constrained by established customs and beliefs. In 
practice we identify those constraints of which we are particularly 
conscious, which usually means those that are in some degree challenged. 

Indeed, in practice we make explicit only a small fraction of the 
multiple sets of elements that enter into a particular decision. A major 
part of the relevant factors (be they preferences, resources, or transfor- 
mation functions) remain submerged like the bulk of an iceberg, even 
though they may determine the location of the visible explicit elements 
upon which overt attention is focused. 

To describe economics as the “science of decision-making" — any 
decision — may sound as though the economist were trying to claim the 
world. Is he setting himself up to decide whether training in Latin is à 
good basis for the teaching of modern languages, whether the “new 
maths”s hould be taught to slum children, whether schools should be 
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streamed by ability, how to prevent drop-outs, and so on and on? Not at 
all, or at least, not quite! The economist’s first reaction on most of these 
questions is likely to be “that's outside my competence”, but as soon as 
his interest is enlisted he will proceed to pose a series of questions to the 
educator and others. What is distinctive is the kinds of questions the 
economist poses. He asks about assessments of alternatives, the es- 
tablishment of “prices” or equivalences, the identification of “elasticities” 
of response or of substitution. In the background, whether he makes this 
explicit or not, he will meanwhile be thinking (whether mathematically 
or intuitively or both) in n-dimensional terms. The economist’s insistence 
on pricing is often misunderstood by non-economists (and all too often 
misapplied by economists who should know better), and the analytical 
power of the economist’s elasticity concepts is commonly unappreciated. 
These two ideas are closely inter-related. 

Whether he is "pricing" something or measuring “elasticities”, the 
economist is concerned with how much difference something makes. He 
will ask, for example, how much has been added to performance on 
achievement tests with specified resource inputs into schooling over a 
given time period. If the problem under discussion concerns policies that 
would induce individual businessmen to train more employees (and he is 
very likely to be dealing with just such questions), he will ask for as- 
Sessments as to how big a response might be expected among businessmen. 
Whereas the social psychologist is more likely to inquire into modal 
behavior or to ask what characteristics will lead which kinds of indi- 
Viduals to take up one as against another career, for example, the econo- 
mist will begin with questions such as how many people will change 
jobs in response to specific changes in incentives. Thus at a recent 
conference on manpower planning the social psychologists were challeng- 
ing the economists with assertions that “economic considerations aren't 
what counts in behavior”, and “few people make major shifts ea 
Pation after they get started”. The economists inquifed what few 
meant and were told that “only 25 percent made such changes’, which 
brought the immediate spontaneous response, “So many as that! That 
allows for a lot of adjustments. We had thought the figure would be 
lower”. In fact the whole apparatus of even the most elementary demand- 
Supply analysis in economics assumes that people have varying prefer- 
ences and alternatives, the balance of which is expressed only by those 
individuals who are at or near “the margin”, where alternatives are 
Priced. Paradoxically, it seems to be the economist rather than the social 
Psychologist who insists on a very explicit recognition that nbn 
Sumption of six apples a day does not amount to six times the con- 
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sumption of one apple a day, but rather that appetites (physical or 
spiritual) may be progressively satiated or whetted. But this brings us 
to the heart of economic measurement and the meaning of “prices”, 

In most economic models elasticities are conceived and measured as 
quantitative responses of particular offerings, purchases, or outputs to 
changes such as (a) a shift in the market price of a good or service relative 
to the price of a substitute or complementary good or service, or (b) an 
increase or decrease in income, or (c) the imposition, raising, or lowering of 
a tax (which has a price and an income effect), and so on. Because these 
are all expressed in money units, to the layman it all sounds very narrowly 
“economic”. But notice that the n-dimensional space is still there, and 
the pricing process becomes an infinite series of paired comparisons. 
There is nothing “non-economic” about considering the substitution of 
coffee intervals or music at work for higher monetary pay as a work 
incentive; indeed, just such questions are at the heart of economic 
analysis. Neither is there anything “non-economic” about asking which 
methods of teaching will produce the greatest increment to student 
learning of, say, French for any given expenditure of student time - or, 
turning this around, how student time can be minimized for the learning 
of a given amount of French. In fact, curiously enough, it is economists 
more than anyone else who have come to place a high value on the time 
of school students and to count their time as a resource input into the 
formation of “human capital”. Money is often a handy thing when it 
comes to comparing alternatives simply because money is a medium of 
exchange by which many alternatives are in fact implicitly compared, 
but there is nothing in the logic of trade-off pricing that requires use of 
monetary units. Pricing in psychological equivalency units such as 
“utils” (sometimes introduced into abstract economic theorizing) would 
do as well or better provided we had any way of standardizing them. 
Whatever the units used for pricing, the prices are expressions of one 
thing in terms of another in a situation in which these things exist in a 
particular quantitative relationship. If markets are not operating smooth- 
ly even the money prices may be “shadow prices” rather than those 
observed, and there is not necessarily a single “correct” price. The 
societal “cost price” of a teacher, for example, might express what tie 
teacher would produce if employed on another job, the “benefit price 
what the teacher did to and for his students; given the nature of markets 
for teachers, we have no reason to suppose that these two values will be 
neatly matched. Nevertheless, both individual and national income 
estimates are based on a counting system that uses prices as weights, and 
the income concept with its empirical estimation is indispensable for the 
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summing up of degree of generalized command over an almost infinite 
variety of goods and services among which choices will be or have been 
made. 


Economic Decision Models and Self-Investment 

Among the most persistent questions in recent years have been those 
concerning determinants of what Europeans often call “the social 
demand” for schooling. This becomes, when we turn it upside down, the 
more American question as to what determines “drop-out” rates. The 
use of the phrase “social” demand is a curious one, as an American looks 
at it, for what those using it seem generally to mean is the demand of the 
myriads of individuals who express a wish for schooling. To be sure, this 
is set over against the demand of the state or private employers for 
skilled manpower, presumably one of the products of the schools, and 
the term “‘social demand” may be intended to emphasize that there are 
many reasons why individuals want schooling. But there are also many 
reasons why people want houses, or bigger or better houses in one versus 
another location, and we do not call this a “social” as against an “eco- 
nomic” demand. 

Nevertheless, it is useful to narrow the economic model presented below 
in order to give it testable content for the explanation of behavior. I shall 
therefore limit the present discussion to the application of the investment 
concept in the explanation of school continuation and drop-out rates. 
That is, we will look only at how far these might be explained when the 
incentive to stay in school is taken to be solely what schooling can 
contribute to subsequent job opportunities and expected future earnings 
streams. 

Figure I presents a highly simplified diagram of individual resource 
allocation. To the left, in the two circles, are the resources available to 
an individual: his time and his generalized command over goods and 
services other than those purchased directly or indirectly by exchange for 
his own time. I am simplifying in a number of ways that have no effect 
on the main argument, though removal of the simplifications would 
require some variations in detail. First, I identify the individual EH his 
Parents; this makes “own money” identical with the individual's inde- 
pendent financial resources plus his parents' resources and enables us to 
Suppose that the use of this money is not tied to any particular activity. 
Even if parents make this money available to the son only if he continues 
in school, we may treat it as untied money so long as we merge the 
Parental-individual decision model. The reason for this simplification 15 
that so long as the money is untied it could be used to earn interest; 
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if it is tied to schooling such alternatives are not available. For the 
moment we will ignore borrowed funds. The circle labelled “tied services” 


Figure I 
Individual Allocation Diagram 
Available Intermediate Returns and Foregone 
Resources Activities Alternatives (Costs) 


FUTURE 
INCOME 
STREAMS 


INVESTMENTS 
OTHER THAN 
IN SELF 


$ 
BORROWING 
CAPACITY, 

OWN MONEY 


Current 
Consumption 


HUMAN CAPITAL 
FORMATION 


Current 
Leisure 


and attached to the box designated HUMAN-CAPITAL FORMATION refers 
to the subsidized components of services rendered by the school, over 
and above what is paid for by tuition. The individual has no claim 
on those services or their equivalent unless he attends school, but if he 
attends they do not cost him anything (he does not give up anything 
additional for them). Finally, we may simplify also by supposing a fixed 
proportion of total time for maintenance (mainly sleeping), treating the 
resources in the circle labelled TIME as the rest of the twenty-four hours 
a day — also some fixed amount. However, even if we assume all indi- 
viduals to have the same total number of hours to dispose of, the value 
of an hour will vary with the ability or earning capacity of the individual. 
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The second tier of Figure I specifies intermediate activities among 
which the individual may allocate his resources in time and purchasing 
power. He may become involved, in varying degrees, in all the indicated 
types of activity or in only some of them. He may distribute his purchas- 
ing power among (a) investments other than in himself (say in corporate 
securities, or in local real estate), (b) the purchase of goods and services 
for current consumption, and (c) expenditures on human-capital for- 
mation such as the purchase of books, travel to school, and so on. No 
matter how much money he may have, however, human-learning pro- 
duction functions are such that the individual cannot invest in himself 
without using some of his time for this purpose. Indeed, his time is likely 
TIME thus lead to WORK, HUMAN-CAPITAL FORMATION, and Current 
Leisure. By work he acquires more purchasing power, which may be 
distributed in turn among the same three alternatives, just as when that 
purchasing power came from monetary assets or parental incomes. 
For the moment let us ignore the dashed line from WORK to HUMAN- 
CAPITAL FORMATION, but note that the solid line from the $ side of 
the work box covers cases in which young people work in order to 
pay their school expenses. Under some circumstances work can be in 
part complementary with schooling, the two jointly competing with 
leisure, though much more often work and school undoubtedly compete 
for time. 

The boxes INVESTMENT OTHER THAN IN SELF and HUMAN-CAPITAL 
FORMATION are alike in that both entail giving up something now in 
order to obtain a future income stream. In fact the most general defi- 
nition of “capital” is the power to yield a future income (or product) 
stream, If the individual puts a large part of his time and money resources 
into schooling, little or none into other intermediate activities, we would 
expect the associated FUTURE INCOME STREAM at the lower right of 
the diagram to be relatively large. But he has had to give up something 
to do this. He could have consumed more, invested more in other things, 
had more leisure. In the most fundamental sense, the costs he ett in 
acquiring the future income stream associated with his schooling are 
what he foregoes in current consumption, current leisure, and future 
income from other investments in order to get the schooling. We can of 
course turn this around to talk about what he would receive if he had 
made the other choice as the preferred one, in which case the schooling- 
focused alternative may become the foregone opportunity and the cost 
incurred. All costs, in other words, are opportunity costs: opportunities 
foregone. The fact that we attached “tied services’ to human-capital 
formation reduces the individual’s opportunity costs because it reduces 


168 MARY JEAN BOWMAN 


the amount he would have had to divert from other uses (consumption 
or investment) to defray the direct expenses of schooling, andhenceit 
reduces what he foregoes in current consumption and/or in an incre- 
mental future income stream associated with other investments, In the 
individual’s calculus, the tied services just do not count except, and this 
is important, as they contribute to the size of the future income stream 
that results from his schooling. How great this contribution may be will 
of course depend upon the human learning functions, which form the 
link between inputs into the human capital formation activity and its 
output — in this diagram a future income stream. 

Since we have added all of the streams of real future goods and services 
together under the single rubric “income”, we have evaded the problem 
of setting up an almost infinite variety of choices as part of the decision 
situation. However, we have not yet said anything about how we might 
compare future with present incomes or future income streams of different 
time shapes with each other. Both theoretical and empirical work on 
human investment in fact introduces simplifying ways of making such 
comparisons, though usually ignoring leisure alternatives, and hence in 
effect giving marginal leisure a value of zero. One simplification is to take 
some “external” discount rate, and applying it to the future income 
stream associated with the addition to schooling, to derive a “present 
value” of that stream; the “present” is the decision point. That present 
value may be compared with the present value of alternatives foregone 
— i.e., what could have been earned and/or invested elsewhere had the 
individual not continued in school. If the present value of the income 
stream associated with schooling is the higher (and the discount rate 
chosen is the correct one), the investment in human resource formation 
will be a good one. Putting this in other language, “benefits”? will exceed 
“costs” and the benefit/cost ratio will exceed 1.00. The alternative 
method is to find, by an iterative procedure, what rate of discount will 
make the present value of the human-capital future income stream equal 
to the earnings foregone plus direct expenditures on schooling during the 
school year; this is the rate that will make the benefit/cost ratio equal 
1.00, and is called the “internal rate of return”. The interested reader can 
find plenty of argument over these measures in the literature, but such 
refinements need not concern us here. Both methods are imperfect, but 
both are useful simplifications that bring a future time stream into focus 
at a particular, critical decision date. 

Looking at a total economy, private internal rates of return to schooling 
and other investments will tend to be discrepant if there are artificial 
barriers to continuation in school, especially restrictions on entry to 
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particular kinds of study and inadequate capital markets for the fi- 
nancing of individuals’ investments in themselves. Significant dis- 
crepancies can arise also because of widespread ignorance of what school- 
ing contributes to earning potentials. Given generally adequate infor- 
mation, open entry and perfect capital markets, the ability-corrected 
private internal rate of return on schooling and the appropriately chosen 
external rate (on alternative investments) would tend to be the same — 
with benefit/cost ratios equal to 1.00 at the various adjustment margins, 
Thus when this does not happen, and major discrepancies persist, the 
economist will look for evidence concerning the sorts of distorting factors 
listed above. In fact, findings in empirical rate of return comparisons 
have been mixed, both with respect to kinds of schooling at any given 
level and incremental benefit/cost relationships at different levels or 
among distinctive sub-populations (as whites versus non-whites in the 
United States). 

One of the first points that has been explored theoretically, though 
quite unsystematically so far as empirical work is concerned, is capital- 
market imperfections with respect to funds for investment in schooling. 
The “borrowed funds” included in the first circle of Figure I may not be 
available at all without some “security” other than the individual's 
expected future earnings, or they may be available only at high rates of 
interest. If individuals differ in their access to funds with which to 
maintain themselves while in school, we should expect that those who 
have the poorest access would be the most discouraged from investment 
in themselves. There can be no doubt that this situation has been im- 
portant even for continuation in secondary school in some groups and 
that it is important today for at least the life-cycle timing of higher 
education, even if effects on the total amount of such schooling are small. 
So far as I am aware, no one has yet published anything on the effects 
of imperfect capital markets on work-schooling sequences however. This 
would seem to be a natural, important, and relatively manageable 
problem, and I can predict with some assurance that something will soon 
be forthcoming on it, since I have already worked out some related 
interesting theoretical implications of parental income inequalities. 

One of the most interesting and firmest of the empirical findings for 
the United States, where the largest amount of empirical work relating to 
human investment has been done, is the striking discrepancies between 
returns to schooling among whites and Negroes. Indeed, these findings 
demonstrate that taking into consideration what he gets out of it, we 
should probably regard the Negro as remarkably dedicated to je dueto 
rather than the reverse. How far the racial differences in incomes for men 
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with the same nominal schooling are to be explained by labor-market 
discrimination, how far by differences in quality of schooling and sup- 
portive environmental influences remains an open question, and an 
intricate one. 

School ‘‘drop-out rates", much discussed in the United States, are 
simply the reverse of "continuation rates”, though we would not normally 
use the term drop-out for those who did not continue to higher levels of 
schooling reached only by a minority. At the other extreme — those who 
drop out before attainment of a minimum norm that is passed by, say, 
90 percent or more of a cohort in an educationally advanced nation — the 
problems are not of a kind economists can say much about. However, 
as we move up the educational scale to consider “drop-outs” at or above 
the compulsory attendance age, economic decision models begin to have 
more explanatory power. Some studies of labor-force participation and 
unemployment among school-age youth have come up with evidence 
that (in the United States.at least) the proportion of students who work 
while attending school has been rising as proportions continuing through 
secondary school have increased. There is evidence also that continuation 
in school is inversely related to job opportunities for school-age youth. 
When good jobs are plentiful there are more drop-outs; when jobs are 
few there may be “nothing better to do” than to continue through 
secondary school. However, this says nothing about such things as 
inadequate information and guidance, distastes for schooling and their 
causes, motivations to learn and preferences for work as an enjoyable 
activity. Just what is happening among these youth is evidently an 
important question that should be attacked simultaneously in cross- 
disciplinary research, and without taking it for granted (as most American 
academics are doing) that the problems we may observe in association 
with drop-out are to be identified as “drop-out problems”. 

Thus far I have skirted, with only brief mention, the matter of choices 
among kinds of schools or curricula. Rate-of-return comparisons of these 
choices viewed from the standpoint of individuals investing in themselves 
have been used as a starting point for analysis of two major types of 
deviation from behavior leading toward equilibrium adjustments. One 
source of malallocations that has been widely studied is of course the 
presence of restrictions on entry to training for certain professions (such 
as medicine) or for particular skills (as the building trades). The other 
principal investigations have been concerned with short-term swings in 
enrollments in particular fields, especially engineering, as these may 
respond to and in turn precipitate short-term shifts in entry pay and job 
opportunities. The case of engineers is particularly interesting because 
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of the importance of obsolescence in this field, which raises critical 
questions concerning both the life-cycle timing of training and retraining 
and the ways in which expectations should be treated in human-in- 
vestment decision models. Indeed, the whole area of expectations and 
uncertainty in decision theory could well be re-examined and adapted to 
analysis of human-investment decisions. 

Finally, before leaving individual decisions with respect to self-in- 
vestment, I want to stress the importance of analysis of many aspects of 
the life-cycle timing of education and training, and of learning and 
training on-the-job in particular. Two basically simple observations have 
led to the development and elaboration of economic theory and em- 
pirical analysis of the latter. These are (1) the observation that income 
Streams rise with age and that the steepness of the age gradients is 
positively associated with the amount of prior formal schooling, and (2) 
appreciation of the importance of foregone incomes in the costs of 
education for youth who continue in school instead of going full-time 
into the job market. Starting from these observations, we may note also 
that much on-the-job learning is transferable from one firm to another, 
that some jobs “have futures" whereas others are “dead end”, and that 
employers who provide greater learning opportunities can attract 
Workers for less initial pay than those who offer no such opportunities. 
Becker and Mincer have put these observations together, and come up 
with an "opportunity cost” theory of acquisition of learning on the job. 
So far as Figure I is concerned, this supposes that we have moved the 
decision point to post-school years and that there are a number of alterna- 
tives within the work segment, some of which entail on-the-job learning 
but pay less now, the difference being a kind of self-investment in further 
human capital formation — suggested by the dashed line arrow ds 
WORK to the HUMAN-CAPITAL FORMATION box. There is also "specific' 
tarining on the job, the costs of which are borne by employers. And 
there is learning by experience that probably should not be costed at 
all but taken as an effect of prior schooling. There are multiple problems 
in the locus and timing of vocational education and training that 
need to be sorted out and explored more intensively, if possible by 
collaborative cross-disciplinary research. For the concrete alternatives 
and their implications are very much tied up with labor market structure 
9n the one hand and human learning functions and motivations on the 
other. They are also very much bound up with broader questions ved 
cerning the pace of obsolescence, and with the processes by which school- 
ing of all kinds contributes to individual productivity differentials and, 
More broadly, to national economic growth. 
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In Societal Perspective 


In one sense we have of course already been looking at the self-in- 
vestment behavior of individuals in a societal perspective. That is, we 
have asked questions about whether over-all the behavior of individuals 
with respect to investments in themselves were consistent with specified 
assumptions concerning the operation of interactive economic processes. 
Where this was not the case we asked what important deviations from 
the simplified models were at work, with what effects. However, no 
questions of societal as against individual benefits and costs were raised. 
We have not spoken of aggregate national income growth, the distri- 
bution of benefits (and costs) among the population, or changes in pro- 
duction processes and economic structure. 

Figure II is an extremely simplified depiction of societal allocation of 
resources among consumption, production immediately directed to 
consumption, and investments in formation of human and non-human 
capital. In contrast to Figure I, money does not appear at all. Although 
the money system is important for the functioning of an economy, from 
the point of view of the society it is an oiler of the wheels and a unit of 
measurement, but neither a resource input nor an output. What we are 
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basically interested in is the allocation of “real resources” to various 
activities and the productivity of those resources (what they yield in 
current and future outputs or incomes). Also, in Figure II there are no 
“tied” services; whatever the system may be so far as constraints upon 
individuals and collective subsidies to particular activities are concerned, 
from a societal point of view these remain open alternatives. Some 
resources may be much more highly specialized to limited particular 
uses than are others, but this is a different matter; there are no societally 
“tied” resources. If we suppose further that earnings provide good 
estimates of social marginal products — there are no indirect or “spill- 
over” effects of education that accrue as positive (or negative) benefits to 
persons other than those who receive the education — and if we are 
content to concern ourselves with aggregatively small changes only, we 
can now proceed directly to a social benefit/cost assessment. That as- 
sessment will be essentially just a summing of our analysis for individuals. 
On the cost side the difference is that we add to the costs of student time 
and expenditures, the costs of all the schooling services not covered by 
tuition and fees. On the benefit side we count future income streams 
without making the deductions for taxes that are required (though I did 
not mention them) to arrive at a private benefit-cost accounting. This is 
essentially the method that has been followed in recent attempts at 
benefit/cost analysis of secondary vocational schooling and of retraining 
programs for unemployed adults in the United States. Thus far the 
conclusions with respect to the technical secondary schools are problem- 
atic; results are conflicting with respect to whether these schools add to 
students’ earning and productivity potentials as much as the extra 
expenses of such schools. Only as we go on to better specification of the 
“inputs” (in types and abilities of students, in kinds of curricula, teacher 
quality and so on), and as we accumulate data for longer follow-up 
Periods, will we begin to sort out the operationally relevant benefit/ 
Cost assessments. One thing is clear, however, and is supported by 
empirical analysis: the more rapidly an economy changes, the greater 
the need for generalized training that gives men maximum ability to 
learn and relearn, including the development of verbal along with 
mathematical or manipulative competence; this is pe uem ur 
training takes place in something labeled a “technical” as in a “general 
Curriculum. E 

One of the visually most striking and analytically most important 
differences between Figures I and II is in the convergence in Figure II 
in non-human capital formation to a single entry at the right for Qua 
INCOME STREAMS. When we are considering a change so small relative 
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to an entire economy as the decision of an individual to invest in him- 
self, we should have comparatively little difficulty in distinguishing the 
returns to educational from returns to other investments. If other 
people are doing the same thing in large numbers, the fully informed 
individual decision-maker would take this into account in predicting 
the returns he himself could expect, but he would not consider that 
what he does would in itself have any perceptible impact on the general 
level of future earnings of people with schooling at either of the levels 
between which he is choosing. However, if educational policy is being 
made and implemented on a societal scale, such assumptions would 
not be justified. It will then be necessary to consider possible important 
substitution and complementarity effects among the various human 
and non-human inputs into future production processes. Only under 
special circumstances will production functions and changes in them 
take such forms as to maintain stable differentials in earnings by schooling 
in the face of substantial exogenously invoked changes in the educational 
composition of the labor force. Societal assessments that take changes of 
this order into account are exceedingly difficult. Such analysis is not at 
all the same thing as the estimates by Schultz and Denison of the contri- 
butions of schooling to national income growth in the United States over 
the period 1929-57, or Denison’s estimates in his recent important book 
concerning sources of growth in nine nations. 

Finally, there are two exceedingly important differences between 
Figures I and II — more important than any thus far noted. First, the 
preference functions of Figure I all co-existed in one person (or, at the 
most, were reconciled in the councils of one presumptively unified 
family); this same decision unit also incurred the costs and reaped the 
benefits of the decision. Even if this one decision unit was sometimes 
inconsistent in thought and behavior, we did not have to be too con- 
cerned. However, when we try to evaluate allocations in an entire society 
or to set up a decision model for social planners, we must either have 
recourse to the concept of the totalitarian monolithic state that decides 
all for all, or we must recognize that there is no unambiguous way of 
resolving differences in attitudes or conflicts of interest. One of the 
beauties of the market system, even when it works imperfectly, is that it 
performs that "harmonizing" function in a comparatively impersonal 
way. The free-market economist argues that public policy should aim 
primarily to induce the market to do the job better, rather than trying 
to displace the market by centralized agencies and controls. However, 
not even the laissez-faire economists of a century and more ago argued 
that schooling should be left entirely to market forces and private 
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enterprise. There have been at least two basic reasons for this: the 
conviction that schooling had indirect or spill-over effects that made for 
a better society (whether or not a more prosperous economy), and the 
spreading belief that subsidization and diffusion of schooling was a far 
better way to work toward equalization of opportunity in a society than 
by direct redistributions of income or wealth. 

And so we come to the second major feature that distinguishes the 
societal from the individual decision situation. Not only are there multi- 
ple and only partially reconcilable preference systems among the members 
of the society. In addition, every concrete reallocation of resources has 
redistribution effects on income and opportunity. Consideration of the 
implications of this fact cannot be evaded by having recourse to the 
economist's “Pareto optimum” solutions even in the abstract, since there 
is a separate “Pareto optimum’? for each distribution of income. Evalu- 
ation of how diffusion of schooling and various educational policies affect 
income distribution and are affected by it may be quite as important 
(especially in an advanced industrial society) as estimation of effects on 
aggregate national income. Frequently the goals of reducing inequalities 
of opportunity and of increasing national income will be served by the 
same educational policies, but it cannot be assumed that such will always 
be the case. Here again, however, we have one of the more promising and 
Open avenues along which researchers are already moving and will 
certainly travel in the future. 


The 1970's 

I have taken occasion at a number of points to project a bit into the 
future with remarks about where the economics of education might be 
going, but those remarks were incidental. In these concluding paragraphs 
I should like to trace out a few major themes. 

First, I look for some major work in connection with the diffusion of 
human resource development in lagging areas and among less advantaged 
groups of the populations of advanced industrial nations. This would 
include, for example, analysis of the effects of local economic develop- 
ment projects on local human investment behavior. In part, my interest 
in such work reflects my concern with backward areas and disadvantaged 
BToups (not just non-whites) in the United States, where I foresee a good 
deal of this work developing. However, I should expect it to be of in- 
creasing importance in other countries as well. What I have in mind is 
not just or primarily a matter of “drop-outs”. Obviously the problems 
of human development among disadvantaged groups, whether geo- 
&aphically distinct or not, call for multi-disciplinary efforts. Approaching 
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them merely as an economist, [see an need for re-examination of the ways 
in which we have identified and measured inputs into human learning, to 
assess more adequately the resources that go into human resource 
formation through informal channels. Along with this we need to focus 
more attention on the economics of information as it relates to perceptions 
of schools and labor markets and affects decisions concerning education 
and career choices. There is a wide open way for the fusion of com- 
munications theory and economics on some of these matters. 

Closely related to the first point, but nevertheless quite different in 
its setting and implications, is the problem of a hiatus between a mass 
population that is semi-literate and men who are quite highly educated. 
There is sufficient evidence to justify intensive exploration of the hy- 
pothesis that sustained growth can only be realized when the com- 
munication links are forged to bridge such gaps in the socio-economic 
structure. This clearly has implications for education and labor market 
policies in developing nations, and especially perhaps at the present time 
in some of the nations of Latin America. 

The greatest weakness of all of the work on education in relation to 
economic growth has been the lack of any systematic theories, testable 
hypotheses, or evidence concerning just how education contributes to 
economic development. We have many insights to be sure, but no 
coherent view. It would be unrealistic in the extreme to imagine that the 
next decade would see a resolution of these problems. However, it looks 
to me as though economics may be ready to move forward along two 
closely related fronts. One of them is the study of how wider diffusion of 
schooling in a society may affect the whole system of information flow, 
and with it the pace at which ordinary men can respond and adapt to 
the adjustments that a progressively dynamic society requires. The 
other is how diffusion of education might operate in the vanguard of 
innovative change, as it provides the base for more frequent intensive 
interchange of ideas and encouragement of progressive deviance. Small 
beginnings at least are being made in pinning these things down em- 
pirically. 

Coming full circle, this brings us back to the important complex of 
questions centering around the economics of the life-cycle timing of 
education and training and the roles of schools, industry and other 
agencies in provision of educational services for various groups in the 
population. Here problems associated with innovation, obsolescence, 
uncertainties, and variabilities in human motivations and learning ability 
join to challenge economist, sociologist, educator, psychologist and 
philosopher alike. 


= 
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ERZIEHUNG UND BILDUNG IN DER SICHT EINER OKONOMIN 
von MARY JEAN Bowman, Chikago 


Die gegenwärtig weitverbreitete Behandlung von Bildungsfragen in der ökono- 
mischen Literatur unterscheidet sich von früheren Perioden des Interesses für 
dieses Gebiet in zweierlei eng verwandter Hinsicht: (1) Niemals seit der Zeit von 
Adam Smith, wenn überhaupt, hat der “menschliche Faktor’’ in der ökonomischen 
Wissenschaft, sowohl als einer positiven oder erklärenden als auch einer normativen 
Disziplin, derart im Mittelpunkt gestanden; und (2) niemals zuvor waren die 
Theorie dieser Wissenschaft und die ihr zur Verfügung stehenden ökonometrischen 
Forschungsmethoden so hoch entwickelt und leistungsfähig. Aber den Kern der 
ökonomischen Wissenschaft bildet die Entscheidungstheorie (decision-theory) in 
ihrer auf das Individuum (micro-behavioral) wie auf die Gesellschaft (societal- 
evaluative) bezogenen Bedeutung. 

Der vorliegende Artikel behandelt daher einige Aspekte der Entscheidungs- 
theorie. Im 1. Teil werden die Grundzüge dieser Theorie erläutert, die allen 
(erklärenden oder auswertenden) Anwendungsweisen, welcher entscheidungs- 
tragenden Organisation oder Institution auch immer, eigen sind. Im 2. Teil wird 
ein Entscheidungsmodell als Rahmen für die erläuternde Analyse von Selbst- 
Investitionen (in schulischen und anderen Einrichtungen) dargestellt. Seine Dis- 
kussion enthält einige Bemerkungen über die “Marginal-Analyse” und das Ver- 
hältnis zwischen unabhängigen Micro-Entscheidungen und dem gesamtwirtschaft- 
lichen Gleichgewicht. Der 3. Teil ist aus gesellschaftsbezogener Perspektive ge- 
schrieben und behandelt einige Grundprobleme der gesellschaftlichen Bewertung 
von Investitionen in Menschen, z.B. technische Probleme wie das rechte Abstimmen 
von Produktionsfunktionen mit großen Veränderungen in der Zusammensetzung 
des ausgebildeten Arbeitskräftepotentials, aber auch wichtige Probleme, die mit 
der Verteilung der Chancen und mit Interessenkonflikten verbunden sind. 

Der Artikel schließt mit einem Ausblick auf die 70iger Jahre und beleuchtet 
einige Probleme der künftigen gesellschaftlichen Entwicklung und ihre Heraus- 
forderungen sowie einige Aspekte interdisziplinärer Forschung auf diesem Gebiet, 


L’EDUCATION VUE PAR UNE ECONOMISTE 
par Mary JEAN Bowman, Chicago 


L'intérêt actuel qui se manifeste pour l'éducation dans la littérature économique 
se différencie des courants antérieurs d'intérêt pour ce sujet sous deux rapports 
liés l'un à l'autre: (1) Jamais depuis l'époque d'Adam Smith, si ce fut le cas à cette 
époque, l'intérêt pour le “facteur humain” n'a autant pénétré le centre de 1 écono- 
mie, considérée à la fois comme science positive ou explicative, et comme discipline 
normative. Et (2) auparavant, les constructions théoriques et les ene 
économétriques, dont on disposait pour cette recherche, n ont été si sophistiqu s 
€t si puissants. Mais au centre de l'économie, se trouve la théorie ak décision (deci- 
sion-theory) dans ses applications relatives au comportement de 1 individu St 
behavioral) et à la société (societal-evaluative). De manière similaire, cet article es 
basé sur la théorie de décision. 
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La première partie détermine les éléments de base dans la théorie de décision, 
qui sont communs à toutes ses applications (explicatives et évaluatrices), quelle 
que soit l'institution ou l'organisation qui prend les décisions. Dans la deuxième 
partie, un modèle de décision est exposé comme étant le cadre servant à l'analyse 
explicative des propres investissements (dans les écoles et ailleurs). La discussion 
comprend quelques commentaires relatifs à “l'analyse marginale" et aux relations 
entre les micro-décisions indépendantes et les équilibres économiques totaux. Dans 
une troisième partie, la perspective a trait à la société, et on souligne quelques 
problèmes importants dans les évaluations (relatives à la société) des investisse- 
ments dans les êtres humains, comportant des problèmes techniques, tels que: 
par ex. la véritable identification des fonctions de production avec de grands 
changements (supra-marginaux) dans le mélange des aptitudes humaines, mais 
aussi les problèmes fondamentaux associés à la répartition des chances, et aux 
conflits d'intérêts. 

L'article se termine par quelques mots relatifs aux années 1970, à quelques 
problémes de développement humain et à leur défi, et à quelques problémes de 
recherche interdisciplinaire dans ce domaine. 


APPROACHES TO MANPOWER PLANNING 


by RICHARD L. CumMINGS, Wisconsin 


Introduction 


Technological advances in communication and transportation in the 
last two generations have opened the ears and eyes of literally billions of 
human beings to the possibility that hunger, disease, and violence may be 
reduced in scope and intensity. The world could be a nonfearful living 
environment. At this time in human history societies everywhere are 
contemplating the need to modify their educational enterprises in order 
to accommodate them and, by so doing, to accommodate themselves to 
the demands of ubiquitous technological and sociological transformations. 
Manpower planning has become one of the basic tools of this educational 
decision-making. 

Growing out of a rationale for manpower planning, this article summa- 
rizes five of the most commonly utilized strategies for initiating manpower 
studies, explores their conceptual strengths and weaknesses, and reviews 
recent case histories representative of these strategies. Thus, this writer 
intends here only to present representative examples of selected stra- 

tegies.1) 


Rationale 
At the present time manpower planning methods are based upon the 
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view of the relationship of economic development and education as 
determined in one direction. That is, the expected pattern of economic 
output is viewed as determining the skill requirements of the labor force 
and these requirements, in turn, as determining the desirable educational 
structure. In this perspective, manpower planning amounts to taking the 
forecasts or plans for economic growth as given and estimating from them 
a set of skill and educational requirements. 

A simple observation provides the basic rationale for the use of man- 
power projections as an instrument of educational planning. The obser- 
vation is that the educational characteristics of the labor force at a 
particular point in time are primarily determined by the history of the 
educational sector over the preceding years. Individuals in the labor 
force at a given time have received their education and training — or not 
received education and training — during the previous three decades.?) 
Through the use of manpower projections this process can, to a certain 
extent, be reversed: that is, from estimates of the future labor force and 
assumed educational standards for different sets of occupations we can 
derive a group of requirements to be applied to the future development 
of the educational sector. 

In moving from general observations about manpower projections and 
educational planning to the specifics of methods, it will be useful to keep 
in mind the two general parts of the planning process: first, the estimating 
of the occupational characteristics of the labor force and, second, the 
translation of these estimated characteristics into educational require- 
ments, This article concerns itself only with problems and practices 
related to estimating occupational characteristics of the labor force, 


Problems 

The first part of the planning process, as it confronts the need to 
estimate future characteristics of the labor force, must contend with 
three major types of economic problems and either deal with them or 
ignore them. d 

l. The first type of problem is that which arises from changes in 
demand for final outputs of the economy. As an economy grows through 
time, changes in the pattern of demand will take place because of changes 
in tastes, the state of technological knowledge, and the availability of 
resources. Since the demand for skilled and unskilled labor is a demand 
derived from that for final products, changes in the pattern of final 
demand for goods and services will have effects upon the patterns of 
demand for various types of labor: the increased popularity of the 
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automobile engendered a decreased demand for carriage makers and 
wheelwrights. This problem is called the composition of demand. 

2. The second type of problem is one that involves the question of the 
relative supply of different types of labor and the nature of the tech- 
nological conditions of production. One of the questions which must be 
asked about a particular type of labor (occupation) is: how “crucial” is 
it in the production of a particular product? The nature of technological 
conditions will determine the extent to which other types of skilled labor 
or other inputs — machinery, power, materials — can be substituted for a 
given type of labor in any productive process without lowering the level 
of output. If technology is such that there is very little opportunity for 
such substitution, i.e., if the skill is “crucial”, then, obviously, the 
amount of skill appearing in the future labor force will largely be de- 
termined by the pattern of demand for goods and services. The pro- 
duction of a particular good will require relatively fixed amounts of 
particular labor skill inputs. If, on the other hand, the state of technology 
is such that it is relatively easy to substitute other productive inputs for 
this skill (and vice versa), then the amount of this skill appearing in the 
future labor force will be determined largely by the supply of this skill 
relative to other types of labor and the supply of other productive inputs. 

Attempts to estimate the future characteristics of the labor force will 
be greatly affected by the extent to which the technology permits a great 
deal of substitution or very little substitution. This problem will be called 
the substitution problem. 

In order to examine the substitution problem it is convenient to 
assume that a particular worker's occupation is fixed — that he cannot 
“migrate” from one occupation to another. The substitution problem is 
then a question of the relationship between that particular occupational 
skill and the technology of the productive process. 

3. The third type of problem concerns a different aspect of the nature 
of technological conditions. The amount of a particular good or service 
will depend not only on the amounts of other productive inputs used with 
it, but it will also depend upon the state of technological knowledge. 
Askilled worker’s output increases over time not only because he works 
with increased amounts of machinery and materials but also because of 
innovations in the productive process and improvements in the state of 
technological knowledge. The improvements in the state of technological 
knowledge do not proceed at the same pace in all sectors of the economy, 
nor do they necessarily occur in such a way as to raise the “productive 

importance” of each particular labor skill by the same amount. Thus, the 
improvement in the state of technological knowledge will affect the 
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relationship between the demand for final goods and services and the 
need for various types of labor required to produce a particular amount 
of goods and services. However, the pattern of need for various types of 
labor cannot be readily generalized across sectors, in that improvement 
in the state of technological knowledge proceeds at different rates in 
different sectors. This will be called the productivity problem.*) 

Having considered the above three dimensions of the problem of 
estimating occupational characteristics of a future labor force, we can 
now examine the methods actually used.4) 


Methods 
Extrapolation 

The most obvious method of estimating the requirements for various 
types of skills at some point in the future is one which simply extrapolates 
trends observed in the past. The use of this method is an admission of 
complete ignorance of the nature of the basic factors which determine the 
occupational distribution of the labor force. Extrapolated estimates are 
based on the assumption that the environment of economic and social 
forces which generated changes in occupations in the recent past will 
continue to operate in the same direction with the same magnitude into 
the future, None of the three problems specified in the opening pages of 
this article is dealt with explicitly. When extrapolations are used it is 
implicitly assumed that changes in the composition of demand, changes 
in productivity, and the degree of substitution will continue at about the 
same rates as they have in the past. : 

In the past extrapolations that have been used to estimate skill 
requirements have fallen into two general categories: ( 1) those which 
extrapolate trends in individual occupations or limited groups of occu- 
pations, and (2) those which extrapolate trends in the occupational 
distribution of the entire labor force. 

Extrapolations of the first type were used by the Canadian Department 
of Labour in a 1957 study.5) This type of extrapolation was also used for 
one sector of the economy as a study by the Swedish Royal Commission 
on Higher Education) by the National Science Foundation in the 
United States in 1963,7) as well as in Chile®) and in Hungary.?) A more 
generous use of extrapolating trends in the occupational distribution of 
the entire labor force was utilized in Portugal in 1966 when estimating 
manpower requirements based on economic projections was rejected as 
statistically nonfeasible.10) 

It is useful to examine more ¢ 
techniques in more specific contexts, 


arefully the appropriateness of such 
namely those of underdeveloped as 
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opposed to developed countries. The limitations of simple extrapolation 
techniques are obvious but bear repeating. 

1. Dependable time series data on characteristics of the labor force are 
rarely available. 

2. Trends derived from such data as exist in these countries are as 
likely to reflect improvements or changes in the data gathering apparatus 
as actual trends in characteristics of the labor force. 

8. To state that transformation of an economy is desired is to express 
the hope that its recent history will be a poor image for the future. What 
is sought most is a sharp change in the trends of the past. Thus, simple 
extrapolations, which presume a great deal of continuity between past 
and future, are inappropriate tools for planning rapid transformation. 
New industries, changes in productivity “rationalizations’’ of productive 
processes are both the process and the product of rapid growth and are 
anathema to simple extrapolation techniques. 


Employer Estimates 

A second simple method of obtaining estimates of future demands for 
skills is simply to ask the men who probably will be hiring them at that 
future date: i.e., send or carry a questionnaire to a representative sample 
of employers in each sector of the economy and ask them to estimate 
what their requirements for various types of skilled personnel will be at a 
given future date. 

This approach was used in manpower studies prepared in Iran,1!) in 
Jamaica by the Manpower Research Unit of Jamaica,!?) and in Great 
Britain by the Ministry of Labour in 1956, and again in 1959 in order to 
obtain estimates of the future demand for scientists and engineers,!?) in 
the United States,14) Sweden,15) the Philippines,16) the Federal Republic 
of Germany,1”) and Brazil.18) 

In the British follow-up experience there was demonstrated a marked 
difference among sectors in the accuracy of the estimates made by 
employers. Since forecasts were of demand but the actual employment is 
the resultant of both demand and supply, a better indication of the 
reliability of the estimates might be obtained by comparing the number 
of employed plus the number of vacancies with the estimated require- 
ments. Figures were given on this dual basis for only the manufacturing 
sector. These figures show that the number actually required (measured 
by employment and vacancies in 1959) was less than the predicted 

requirement for five of sixteen industries in a manufacturing group, was 
exactly as predicted by one, and was greater than predicted for the 
remaining ten.19) 
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The examples cited above provide some idea of how the questionnaire 
method has been used, as well as an indication of its performance as an 
estimating technique. The questionnaire method appears to have great 
appeal to manpower analysts working in underdeveloped countries and, 
therefore, a more detailed examination of the conceptual strengths and 
weaknesses of this approach may be worthwhile. 

The underlying assumption of the questionnaire method, used in its 
most ingenuous form, is that the three basic analytical problems — effects 
of composition of demand, substitution, and productivity change — are 
solved by the employer who provides the estimates; i.e., that he has taken 
all these factors into account in arriving at his final estimates. 

To a certain extent the fulfillment of this assumption can be fostered 
by careful specification within the questionnaire of the procedures to be 
followed in making the estimates. Generally, however, questionnaires are 
resorted to in the hope that manpower analysts can avoid making 
specifications. The view usually is that there are bits of information, 
intuitions, procedures, which lie at the firm-level of decision-making 
which provide a sound basis for estimates that the manpower analyst 
can neither fathom nor improve upon. 

In those countries in which some sort of general planning information 
for the whole economy is provided — and is generally accepted as valid — 
some of the problems of specification will be alleviated. Planning infor- 
mation will help to ensure continuity of expectations among individual 
entrepreneurs. 

In a country which is attempting to industrialize quickly, there will be 
not only a large number of new enterprises and plants in already es- 
tablished industries, but also a number of entirely new industries. 
Questionnaires may provide some indication of demands for occupations 
in already established industries - but even here the depth of experience 
of employers may be limited and its relation to future patterns question- 
“able - but questionnaires provide no direct indicators for newly es- 
tablished sectors of the economy. Indirectly, and in so far as the total 


inputs may be modeled after an existing productive process from another 
timating future person- 


“country, employers may have a sound basis for es 
nel needs. | 
Even in those industries where the direct employer experience 15 


considered relevant and reliable, the question of the degree to which 

expectations held by various employers are consistent arises once again. 

Various employers would have very different expectations about not 

only the general status of the economy, but also about the levels of 
D 
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demands for goods and services complementary to or interchangeable for 


their commodity. 

Once again, there is no mechanism for insuring that these various 
expectations are compatible and, therefore, there is no guarantee that 
employer estimates will provide a consistent and reliable guide to future 
demands for various occupations. 


Gross-Analogy 
One approach to forecasting manpower demands which seems par- 


ticularly attractive at first glance is based upon historical or international : 
comparison. We will call it the “gross-analogy” approach. It has been © 


suggested?0) that a “manpower growth pattern” is, more or less, defined 
by the skill distributions of the labor force presently existing in various 
economies at different levels of development. That is, if one arranged 
these countries by some indicator of level of development, say Gross 
National Product, then the pattern formed by the changes in the skill 
distribution of the labor force would indicate the pattern of change in the 
skill distribution which countries growing through the same levels of 
development would follow. If this suggestion were correct, then, for 
example, in order to forecast the skill distribution of, say, Chile ten years 
hence, one would simply choose another country whose current level of 
development would closely approximate it in ten years, say, Mexico, and 
then one would use the present skill distribution of Mexico’s labor force 
as a forecast for Chile’s labor force pattern ten years hence. 

The gross-analogy approach was utilized as a strategy for manpower 
planning across all economic sectors in Puerto Rico,21) in sectoral com- 
ponents of nations, in Peru??) and Czechoslovakia,23) and in the pan- 
national area of East Africa.24) 

Since the simplicity of this gross analogy method is quite appealing, the 
theoretical assumptions upon which it is implicitly based will be examined 
in some detail. In addition, selected empirical studies will be cited which 
throw light on the validity ofthe assumption underlying this method. 

The basic underlying assumption of the gross-analogy method is,that 
certain homogeneous conditions must be found in all economies. These, 
conditions may be cited as follows: The demand for goods and services 
must be assumed similar in all economies at all stages in the sense that, 
as the level of income changes in each economy, the pattern of demand 
will change in the same way — thus a given level of income will imply a 
particular pattern of demand. It must be assumed that technological 
conditions are the same in all economies to the extent that the tech- 
10logical information available is the same. In addition to the fixed input 
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coefficients for labor skills which were assumed above, other input 
coefficients must be assumed fixed in a similar manner. The rate of 
` accumulation of capital with respect to income must be assumed similar 
in all economies. Finally, it must be assumed that there is no foreign 
trade.25) 

Should these conditions be satisfied, all economies would generate 
similar patterns of distribution of output among sectors at the various 
stages of growth. With the range of skill distribution constant, the 
occupational distribution of the labor force would also follow a given 
pattern of change for all economies in the process of growth. This list of 
` conditions, however, is a rather discouraging one, and while experts may 
feel that certain of these conditions may be presumed to hold approxi- 
mately, it is likely that most will have serious doubts about all of these 
conditions being satisfied. This is especially true over long periods of 
time. On the basis of the stringency of these conditions, the likelihood of 
the occurrence of strictly similar patterns of occupational distributions 
in the process of growth is very small. 

The results of an examination of empirical data from a range of sources, 
as presented by R. G. Hollister, Jr.,9) provides very little evidence to ` 
support the hypothesis that all economies will follow closely similar 
patterns in the “growth path” of the occupational distribution of their 
labor force. It would seem that any “impressionistic” type of manpower 
planning, based upon this gross-analogy hypothesis, must be regarded 
with some skepticism. 


Multiplier Approach 

In this section a more refined but similar method will be discussed. 
This method is called the “multiplier” approach.?") When the multiplier 
approach is used, one or more elements of the occupational structure are 
. related to some selected independent variable, e.g., the GNP per capita 
level, the level of sectoral output, the level of sectoral investment, or 


some element of the population. The relationship set up between the 
independent variable and the occupational elements is usually drawn: 
(à) by bold assumption; (b) by recourse to "expert opinion"; (c) by 
reference to past data in the country of concern; and/or (d) by reference 


to international comparison with past data from one or more countries. 

There are several examples of the use of multipliers in manpower 
projections which provide an indication of the manner 1n which they 
have been employed. Four examples which come closest to the gross- 
analogy method and which estab! ish the multiplier relationship by bald 
assumption are: first, the suggestion by Frederick Harbison that "in 
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newly developing countries... the ratio of annual increase of high-level 
manpower to the annual increase in national income may need to be as 
high as three to one‘‘;28) second, an assumed one-to-one relationship 
between the growth of high-level manpower and the growth of national 
output in Indonesia and various nations in Africa;??) third, Frank 
Tiller’s assumption of a direct relationship existing between growth in 
GNP and additions to the engineering and scientific population; 30) 
and fourth, Pakistan’s assumption of the direct positive relationship 
between productivity and education.?!) 

The British Committee on Scientific Manpower used expert opinion to 
establish a multiplier “between the rate of increase of industrial pro- 
duction, on the one hand, and the number of trained scientists and 
engineers on the other” in order to obtain an assessment of long-term 
(1956-1966) demand for scientific personnel. A direct one-to-one ratio 
was established.32) 

A Swedish study of specialized manpower provides an example of a 
case where the reference used to establish the multiplier was the past 
experience of the country. Estimates for engineering requirements were 
made on the basis of a multiplier drawn from 1935-55 data. In the private 
industrial sector the multiplier selected was that between engineering 
employment as a percentage of total industrial employment and pro- 
duction per employee.33) 

A manpower study for Turkey used different independent variables for 
different sectors of the economy but drew their multipliers from re- 
lationships “based upon European Nations" experience and with limited 
reference to post-war trends in Turkey.34) 

The six nations of the OECD Mediterranean Regional Project (Spain, 
Portugal, Italy, Yugoslavia, Greece and Turkey),35) Argentina,99) and 
France?) have utilized the multiplier approach in manpower planning 
efforts. 

The multiplier approach may have varying relationships with the three 
basic analytical problems of manpower projections depending upon how 
it is used. In limiting cases where a single “global” independent variable 
— GNP in the gross-analogy case and time in the extrapolation case — is 
used, it is implicitly assumed that changes in the composition of demand, 
the degree of substitution, and productivity are all uniquely related to the 
“global” variable and will change in the same way over the projection 
period as they did over the reference period. The danger of inappropriate 
selection of independent variable and reference period is particularly great 
where multipliers are drawn from some other “reference country" in that 
information about significant differences in conditions affecting sub- 
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stitution and productivity will escape notice. Since most underdeveloped 
countries have an insufficient background of experience and data, most 
multipliers would have to be drawn from international comparisons. 
However, the dangers inherent in the utilization of this technique need 
to be recognized. 


Comprehensive-Sectoral Approach 

The final method to be considered is the most complex and often 
incorporates elements of those methods previously discussed. This 
method is called the “comprehensive-sectoral” approach. When this 
approach is used the entire labor force is cross-classified by occupation 
and by sector. This means that the entire labor force is divided into 
exhaustive categories38) and that each category is, in turn, subdivided 
into the sectors of the total economy. In the resulting industrial-occu- 
pational matrix, each of the cells would contain the number of laborers 
with a specific occupation required in a sector.39) 

The feature that distinguishes this method from the others previously 
cited is the comprehensiveness of this type of projection. The advantage 
of this comprehensiveness is that it assures consistency in the manpower 
projections, providing a convenient reminder to the manpower forecaster 
of the requirement of certain balances in the labor force structure, and 
making it relatively easy to execute crosschecking with the over-all 
global estimates of economy levels of output, economy-wide productivity 
assumptions, and the growth of the labor force by aggregating the 
requirements for each occupational category in all sectors. In general, 
the dangers of projecting one or two occupations in isolation are avoided 
in this technique. At the same time, once the over-all industrial-occu- 
pational matrix has been delineated, it is possible to remove certain 
occupations which, it is felt, are relatively unaffected by the level and the 
nature of economic activity.10) These occupational requirements can be 
added back into calculations at the final stages in order to check over-all 
consistency with the total expected labor force. o 

Parnes has pointed out the possibility that employment estimates by " 
branch of industry will, when aggregated, provide a total for the sector 
or for the entire economy different from a global estimate based upon 
assumptions made concerning the future rate of economic growth.^!) 
Detailed and varied sectoral adjustments are required to take into 
account the complexities and peculiarities of the total economic process. 
Hence, it is difficult to draw any hard generalizations which will help to 
improve the methodology of manpower projections in the trouble-filled 


area of productivity adjustment. However, the comprehensive sectoral 
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approach yields, through the development of the industrial-occupation 
matrix and the application of sensitivity analyses, a particularly valuable 
opportunity for the manpower analyst. This format makes it relatively 
easy to isolate those sectors which are most significant in determining the 
requirements for particular occupations and, therefore, more careful 
attention may be paid to the analysis of the determinants of manpower 
requirements for that sector. 

Projections utilizing this technique have been developed in Czecho- 
slovakia,42) France, 13) India,44) Italy,45) Turkey,16) the United States, 4”) 
and the U.S.S.R.18) However, the nonavailability of current labor force 
data by sector and sub-sector, in much of the industrially developing 
world precludes the use of this more detailed approach in those areas. 


Summary 

This article has presented a rationale for manpower planning and has 
explored the conceptual strengths and weaknesses of five of the commonly 
utilized strategies for approaching manpower planning. Just as disci- 
plines, e.g., economics, sociology and political science, are not clearly 
discrete areas of inquiry but, in part, overlap one another, so also do the 
above cited strategies overlap and merge in the de facto arenas of appli- 
cation and analysis. The arbitrary identification of five approaches is 
intended here only as an initial taxonomy. Thus, this analysis was initiated 
within a spirit of inquiry and is intended not to reflect dogma, com- 
placency, or premature judgment, but rather to present the application 
of social science principles to the resolution of immediate and pressing 
educational problems of transnational significance. 
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8) R. C. Britz: “The Role of High-Level Manpower in the Economic Develop- 
ment of Chile", in F. HARBISON and C. A. Myers: Manpower and Education, 
New York: McGraw-Hill, 1965. 
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Brazil: 1966-1970". Unpublished Ph. D. Dissertation (Stanfor University, )- 
19) G. L. PAYNE, op. cit., p. 90. ic E 
2 See Papers and SE of Human Skills in the Decade of Development, op. 


cit. 


uerto Rican sectoral occup: E 4 
and Supply, Commonwealth of Puerto Rico Planning Boar 


and Statisti P i 
22) 1 RE “Forecasting Manpower and Education Requirements for 


190 RICHARD L. CUMMINGS 


Economic and Social Development in Peru”, in Comparative Education Review, 
Vol. XII, I, Febr. 1968. 

23) M. SoxoL: “High-Level Manpower Planning: An Analysis of Czechoslovak 
Experience”, in International Labour Review, Vol. 95, 1-2, Jan.—Febr. 1967. 

24) F. V. BENNETTE, S. A. Hart, U. S. Lutwama, E. R. Rapo: “Medical 
Manpower in East Africa: Prospects and Problems”, in East African Medical 
Journal, April 1965. 

25) This list of assumptions is similar to that found in “Patterns of Industrial 
Growth”, by H. B. CHENERY, in American Economic Review, Vol. L, Sept. 1960. 
Chenery, however, allows for some foreign trade provided that all economies have 
access to the same markets and the same endowment of resources. 

26) R. G. HOLLISTER, Jr., op. cit. Hollister cites K. J. ARROW and M. HoFFENBER: 
A Time Series Analysis of Inter-industry Demands, Amsterdam: North-Holland 
Publishing Company, 1959; R. Komrya and R. UcHipa: “The Labor Coefficient 
and the Size of Establishment in Two Japanese Industries”, in T. BARRA (ed), 
Structural Interdependence and Economic Development, New York: St. Martins 
Press, 1963; S. FABRICANT: Basic Facts on Productivity Change, Occasional Paper 
63, National Bureau of Economic Research; H. CHENERY, S. SHISHIDO, and 
T. WATANABE: “The Pattern of Japanese Growth, 1914-54”, in Econometrica, Vol. 
30, Jan. 1962. 

27) This multiplier method utilizes regression analysis in its development. 

28) F. Harsison: “Human Resources Development in Modernizing Economies”, 
in International Labour Review, Vol. LXXXV, 5, May 1962, p- 5. 

29) B. GLASSBURNER: “High-level Manpower for Economic Development: The 
Indonesian Experience”; E. BERG: “Education and Manpower in Senegal, Guinea, 
and the Ivory Coast"; and G. Serrzer: “High-level Manpower in Nyasaland's 
Development” in F. HARBISON and Ch. A. MYERS, of. cit. 

30) F. TILLER and R. E. Harrwick: “Engineering Manpower Requirements in 
Latin America and the Need for Graduate Training, 1965-70, Preliminary Find- 
ings”, University of Houston, 1965 (mimeo.), p. 5. E 

31) A. S. BHALLA: opon Planning in the Context of Perspective Economic 
Planning in Pakistan”, in International Labour Review, Vol. 96, 5, Nov. 1967. 

32) G. L. PAYNE, of. cit., p. 104. d 

33) OEEC, op. cit., p. 53. Also, S.-O. Döös: “Long-term employment forecasting 
— some problems with special reference to current organization and methods in 
Sweden”, presented at the OECD international Seminar on Employment Fore- 
casting Techniques, Brussels, June 1962. K 

34) J. L. Saks and F. C. McVoy: “Techniques of Manpower Assessment”, in 
Human Resources, Vol. XI, U.S. Papers for United Nations Conference on the 
Application of Science and Technology for the Benefit of the Less Developed 
Areas, Febr. 1963. 

35) In S , projections of GDP at factor costs in 1960 prices were calculated 
for the period 1961 to 1975. These were broken down into nine economic sectors 
and manpower requirements were tied to these calculations. Similar patterns were 
generally employed by Portugal (see above reference to data limits), Italy (with a 
division between Northern and Southern Italy reflecting the dual-economy of that 
nation), Yugoslavia (based on projections of the Gross Social Product), Greece and 
Turkey (which utilized two pairs techniques). See the OECD Paris published 
series: The Mediterranean Regional Project: Spain, 1965; Portugal, 1966; Italy, 
1965; Yugoslavia, 1965; Greece, 1965; and Turkey, 1965. A critique of the method- 
ologies of the MRP calling for "Sensitivity Analyses", which would vary key 
parameters, variables, or assumptions and then calculate the sensitivity of final 
estimates to these variations, is found in OECD: Problems of Human Resources 
Planning in Latin-America and in the Mediterranean Regional Project Countries, 
Paris: OECD, 1967, pp. 215-223. 3 fe 

36) OECD, Education: Human Resources and Development in Argentina, Paris: 
OECD, 1967, p. 343. e 

37) J. Fourastı£, “Employment Forecasting in France” in OECD: Employmen 
Forecasting, op. cit. s 5 

38) The International Standard Classification of Occupations has defined 1,94 
occupations that manpower analysts have grouped into four “classes”; these 


APPROACHES TO MANPOWER PLANNING 191 


“classes” generally being determined upon the basis of levels of educational attain- 
ment. It is recognized that because of inadequacies and differences in the scope and 
reliability in national data, it is impossible for all nations to use precisely the same 
system of classification. However, the development of specific classification 
systems in various nations that approximate, as closely as possible, a standard 
system, such as the ISC, would serve to generate a set of comparable international 
data on occupational composition. This would be useful for purposes of future 
international comparison. 
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METHODISCHE ANSÂTZE DER ARBEITSKRAFTEPLANUNG 
von RicHarD L. Cummines, Milwaukee, USA 


Dieser Artikel bringt eine Grundkonzeption fir die ArbeitskráftePlanung, 
untersucht die konzeptionellen Vorzüge und Schwáchen von fiinf bisher am häufig- 
sten verwendeten Ansätzen zur Durchführung von Studien über das Arbeitskráfte- 
potential und bespricht neuere für diese Ansátze charakteristische Einzelunter- 
suchungen. Unter Betonung wirtschaftlicher Probleme, die erkannt und entweder 
berücksichtigt oder außer acht gelassen werden müssen, wie 1 
mensetzung der wirtschaftlichen Produktion (output) des relativen Angebots ver- 
schiedener Beschäftigungstypen und des Charakters der technologischen Bedin- 
gungen der Produktion und Verbesserungen des technologischen Wissensstandes, 


analysiert der Verfasser die Brauchbarkeit folgender Verfahren: (1) der Extra- 


i i i Vorausschätzung 
polation in der Vergangenheit beobachteter Trends, (2) der 
künftigen Arbeitskräftebedarfs aufgrund von Arbeitgeberbefragungen, OR PR 
Anwendung des Global-Analogie-Ansatzes, der auf der Annahme xm de 
Wachstumsstruktur des Arbeitskräftepotentials mehr oder weniger mit e der 


gegenwärtigen Verteilung des Ausbildungsstandes des Arbeitskräftepotentials auf 


der künftigen Zusam- 
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unterschiedlichen Entwicklungsstufen verschiedener Wirtschaftssysteme ermittelt 
werden kann, (4) der Multiplikator-Methode, die ein funktionales Verhältnis 
zwischen einem bestimmten Grundzug oder Grundzügen der Beschäftigungs- 
struktur und bestimmten unabhängigen Variablen wie der Höhe der Produktion 
einzelner Wirtschaftszweige annimmt, und (5) der umfassenden Sektoren-Methode, 
die auf der Einteilung des gesamten Arbeitskräftepotentials nach Beschäftigungs- 
arten und Wirtschaftszweigen beruht. 


CONCEPTIONS DE LA PLANIFICATION DE LA MAIN-D'OEUVRE 
par RICHARD L. CUMMINGS, Milwaukee, USA 


Cet article présente une conception de la planification de la main-d'oeuvre, 
étudie les forces et faiblesses conceptuelles de cinq des méthodes les plus fréquem- 
ment utilisées dans des études relatives à la main-d'oeuvre, et passe en revue des 
études-cas représentant ces méthodes. Soulignant les problémes économiques qui 
doivent étre reconnus et soit traités ou ignorés, c'est-à-dire la composition future 
du rendement de l'économie, l'approvisionnement relatif des différents types de 
travail et la nature des conditions technologiques de production, et les améliorations 
dans l'état des connaissances technologiques, l'article analyse l'utilité (1) de l'ex- 
trapolation des tendances que l'on a pu observer dans le passé}. (2) d'obtenir des 
estimations relatives aux demandes futures d'aptitudes, en. questionnant les 
employeurs; (3) de l'application de la conception analogique basée sur l'hypothése 
selon laquelle la structure du développement de la main-d'oeuvre est, plus ou 
moins, définie par les répartitions d'aptitude de la force de la main-d'oeuvre qui 
existe actuellement dans les différentes économies à plusieurs niveaux de dévelop- 
pement; (4) d'une méthode de multiplication qui présuppose l'existence d'une 
relation fonctionnelle entre quelque(s) élément(s) de la structure d'occupations et 
de variantes indépendantes choisies, comme par ex. le niveau de la production des 
(différents) secteurs; et (5) d'une méthode globale par secteurs qui détermine la 
classification de toute la main-d'oeuvre par occupation et par secteur. 


* 


A SCHOOL ENROLMENT MODEL 


by INGVAR WERDELIN, Malmö 


Student Flow 

School Enrolment Projection. The forecasting of school enrolment is an 
essential part of educational planning and administration. In spite of its 
importance very little has hitherto been done to study the factors that 
influence it. A look at the studies which deal with projections of future 
school enrolment indicates that most of these have been carried out in à 
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quite stereotyped manner. New or penetrating approaches have not 


often appeared.t) 


The methods used in forecasting school enrolment are usually variations 
of both or one of the following general ones: (a) The age distribution of 
the population and the age distribution of the children who are enroled 
in school are supposed to be known and may have been known for a series 
of years. The age-specific enrolment ratios, i.e. the proportion of each 
age group of the population which is enroled, are computed. It is either 
assumed that these ratios remain constant or that one can project their 
development. (b) We forecast the number of new entrants each year 
from projected population data. The enrolment in each grade is projected 
from this number of new entrants and from data about enrolment in each 
grade during previous years. Usually the ratios between the enrolment in 
each grade in one year and the enrolment in the next higher grade in 
the following year are computed. Other methods, which seem some- 
what more satisfactory, are based on projections of dropping out and 
repetition.?) 

It has been shown that available methods do not yield very accurate 
results.3) Slight errors in the data used or in the assumptions made may 
lead to quite inadequate projections. 

The most striking feature about the projection methods which have 
been used is the fact that these consider a very limited number of possible 
variables. They are also rigid in the sense that new considerations cannot 
easily be incorporated in the existing frame of reference. 


The Student Flow Matrix. In the following we will consider the group 
of people who belong to a certain semi-closed stratum of a population. 
The stratum may be selected in a way which facilitates projections, but it 
should be such that no new members enter into it and members leave it 
only when they leave the population we consider (outmigration and 
deaths). We will call this stratum G. 

The members of this stratum may be able to go to one or several school 
systems. It is assumed that even if they formally belong to several WT ` 
systems, these can be combined into a single one in our discussion. The 
Students who belong to the stratum G and who are enroled in the school 
system we consider can be in a large number of sections of it: grades, 
branches, lines or types of schools. Let us assume that in the year / it is 
possible to distinguish between g such sections numbered 1 to q. All 
students who-belong to a certain section k are fundamentally in the same 
educational situation: belong to the same grade, follow the same course, 
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etc. In the year (¢ + 1) there are such sections numbered 1 to 7, of which 
the great majority certainly coincide with those in the year £. 

We will present a student flow matrix. To a large extent the discussion 
is based on the one in the OECD manual Handbook of Statistical Needs for 
Educational Planning?) which in turn is based on an unpublished paper 
on “Educational Flow Statistics” by P. Redfern. 

Of the NL students who were in the section k in the year ¢, a certain 
number sí; will be found in section 1 in the year (+ 1), a certain 
number n$ 2 in section 2, and so on. A number nf; Will be found in 
section j in the year (¢ + 1), a number nf, in section k (repeaters), and 
so on for all the sections. A number al y will have left the school system. 
Evidently we have: 


r 
E ni, = Ni. (1) 
f=0 
The ratio 


wh = E nia Ne= (Vin) [Nio (2) 


which measures the proportion of the students who will remain in school 
in the year (¢ + 1), is called the school survival ratio. 

In the year (t + 1) there are Nj*? students in section 7. A certain 
number come from section 1; evidently it is a A certain number nh j 
come from section k, and so on for all the sections. In addition the school 
system receives a number of beginners; to section 7 go Mi") students 
from the stratum G in the year (¢ + 1). (Of course, the school system may 
receive students who do not belong to the stratum we consider). We 
have: 


Y niy M? = NE. H 
f=1 


The total student flow matrix, which gives the numbers of students 
in a cross-tabulation by section in the year ¢ and section in the year 
(t + 1) is shown in Table I. It should be evident that most entries in 
such a complete table are equal to zero. 

For each group of students who were in the k-th section in the year t 
but in the j-th section in the year (t + 1) we can find a transition pro- 
portion pi, ;, defined by: 

Bing = Mea | Nie H 


This proportion gives the proportion of all students in the k-th section 
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in the year ¢ who go to the j-th section in the year (£ + 1). Most transition 
proportions are equal to or close to zero, of course. — The proportion 


Pio = Mo | Ni (5) 
represents the proportion who drop out or leave the school system from 


section k. 


TABLE I 
A Student Flow Matrix 


Section of Students in the Year (t + 1) 


Section of 
Students Students Total 
in the Year who Left in the Year 
t 1 2 7 the System t 
1 du 03 MU ki Wi 
2 iB. ict ki a, 
k Kä LT Weg Kä 
Beginners 
in the Year Mir! Mit Miti = SEN 
1 2 7 x 
(+ 1) 
Total 
in on SC NH nit 1 uiti Nett Ne 


AAA 


A student flow matrix, which shows all the sections of a school system, 
would be most cumbersome; in any country it would contain several 
hundreds or even several thousands of rows and columns. For this reason 
we have to break it up into a number of less complicated matrices. In 
the first place it might be found that some sections are so closely related 
that they can be combined to one. — Often it can be found that some 
sections form a logically defined unit, which might be a cycle or line. 
Examples of such units are the elementary school system, a line in the 
secondary school system, etc. Then such units have to be treated as sub- * 
Systems of the whole system. 


In the following we will use the word structure to represent such a set 


of sections which we have found belong together and which we will 
The same considerations 


Consider as units in our statistical treatment. i 
which we have mentioned with respect to the whole school system app y 
ame notations 


to the structure in question. In the following we will use thes 


for a structure as for the whole school system. For the time being we will 
o represent the number 


for the sake of explicitness use the notation Nat 
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of students, who belong to section & of structure m in the year ¢, and so 
on. To section’ of the structure enter ,M#*! students. The school survival 
ratio for the section E of the structure m now represents the proportion of 
students who remain within the structure from the year £ to the year 
(t + 1). It is defined as: 


mi = À mes | NY Fr (ni. an m, o) Leif, (6) 


In the same way we can define a transition proportion for movements 
within the structure. In accordance with formula (4) it is defined as: 


mb ins FA mig | mNie (7) 


In nearly all cases we find for a structure that there are movements only 
from one grade one year to the same grade and to the next higher grade 
the following year, while other transition proportions are equal to zero. 

The introduction of suitably chosen structures ought to simplify the 
description and the projection of student flows. In the following parts 
of this article we will consider the relationship between the number of 
students who enter into a structure each year (the input) and the number 
of students who leave the structure each year (the output). This re- 
lationship depends on factors like time, economic variables, ages of 
students, attitudes of the members of the whole stratum, etc. We will 
not assume that there is a unique one-way relationship between input 
data as determining factors and output data as dependent factors. On 
the contrary there is most certainly a mutual interdependence. 

In educational planning we distinguish between two principal methods 
of describing and projecting student flow.5) The demand-for-places 
approach starts from the assumption that we have a school system which 
provides education according to the demands raised by the population. 
The question is, then, how to describe and project the flow of students 
into each structure and other factors which influence enrolment. The 
need-for-manpower approach starts from estimated needs for educated 
manpower, which determines the needs for educational output from a 
certain structure. From the desired output we can estimate other data 
in the total enrolment situation. It is a well-known fact that there is 
always a mutual relationship between educational input and output 
data. In the following we will discuss certain mathematical relations. 
These do not necessarily imply that we always start from estimates of 
input data. 

In this article we will only briefly discuss student flow between struc- 
tures. Some of the students who leave a section k of a certain structure 
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m (i.e. form part of the group „N4) will enter a certain section s of 
another structure w (form part of the group wl. We can, of course, 
determine a transition proportion as in the previous discussion. The total 
of all these groups who enter the section s from all other structures plus 
the group of students who enter the structure and section from outside 
the school system, form the group MI), In the treatment of data for a 
structure we treat the group of entrants as one group, however. 


A Micro-Model Approach to School Enrolment 

Uses for an Enrolment Model. The present author wants to present an 
enrolment model. It is not properly the question of a new method of 
projecting the future enrolment but instead of a framework on which 
various methods of enrolment projection may be fastened and which 
may serve as a background for the creation of better methods of pro- 
jection. 

Such an abstract enrolment model can be useful for many reasons: 
(a) It enables us to study the relationship between variables, The causal 
effect of the various factors is often not clear, and we may sometimes 
find that factors influence each other mutually. In a model we can state 
the relationship. (b) It can enable us to study the relationship in a semi- 
experimental way.®) As in other demographic fields we are unable to 
carry out real experiments. By postulating the existence of a relationship 
in a model with a set of other known relationships and applying the model 
to given data, we can get evidence as to the existence and strength of the 
relationship. (c) It can give clues as to the collection of information about 
the school system. The various educational statistics units in different 


states collect different pieces of information about their educational 


systems. These data are often badly suited for projection and research. 
tion we need in order 


A model can tell the office in question what informa 
to be able to carry out our work. (d) From a model we should be able 
easily to deduce methods of projection. 


The model which is presented in the 


following is probabilistic, i.e. it deals with the probabilities that certain 


events will occur. It can be characterized as a micro-model, as it considers 


the probabilities that certain events will occur under various circum- 
udy the occurrences of 


stances to individuals. In a macro-model we st t 
events in a population as a whole. It may be true that we cannot directly 
consider the probabilities of the individual, as a certain event can occur 
a limited number of times to him. We can study enrolment in any 
number of defined groups of the population, however, and by manipu- 


General Properties of the Model. 
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lating the selection of these groups we can arrive at the information we 
want about factors that influence enrolment. In a macro-model approach 
we would consider the properties of only the defined population. 

In constructing the model we have had to consider several factors: 
(a) The model must be flexible, It should be possible to incorporate in it 
various theories as to factors that influence enrolment, so that they can 
be tested by means of data. (b) It must make a strict differentiation 
between logical relationships, which cannot be changed as they have been 
deduced, and empiric relationships, which are based on our experience 
and which may be changed if not satisfactory, discussed, and made 
subject to verification. (c) It should be possible to apply modern sta- 
tistical methods to the model. Of particular interest is the simulation 
approach, which allows us to try out the model by means of electronic 
computers.) 


Population Strata to Consider. We will consider enrolment in a defined 
structure of the school system of a country. The structure is assumed to 
be a naturally defined part of the latter. When we speak about “school” 
or “school system" in the following, we always refer to a structure of 
this. 

The total population of a country can be divided into two parts or 
strata, A with P4 individuals, which consists of those who at a certain 
point of time are eligible to be enroled in school, and B, which consists 
of PB individuals, those who are not eligible. The reasons for a person's 
belonging to one of these strata may lie with the person himself: He may 
be too young or too old, if there are legal age limits, he may lack certain 
qualifications, he may belong to a certain group which is not eligible to 
enter. It may also be entirely or partly due to the society or the school 
system, which does not provide schools in certain areas, which restricts 
this school system to certain categories, and so on. It is assumed, however, 
that we can know to which stratum an individual belongs. — The size of 
the age group a in the first stratum A at the beginning of the school 
year t is called P4. 

A person in the stratum A can be in either of two states, out of school 
(not enroled) or enroled. The latter state contains several sub-states 
corresponding to the grades on the various lines of the school system. 
The transfer from one state or sub-state to another is the result of some 
event: enrolment, promotion, dropping-out or graduation. 


A Pupil's Beginning School. For the following discussion it is advan- 
tageous to consider the time variable as a discrete one. The natural unit 
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is the school year, and in the following the expressions “in the year €" 
and “at the time ¢”, etc. refer to a point of time when the academic year 
has started and the enrolment figure has stabilized. 

For each person in A who is in the first state there is a probability of 
his entering school. This probability changes for the person as a function 
of time, age, and other factors. 

The first age group from which students enter school is j. In the year £, 
the probability that a certain person in the age group enters is called 
aj. Let us denote by ag+1)¢¢+1) the probability of his entering school in 
the year (¢ + 1) when he belongs to the age group (+ 1), if he is not 
already enroled. Note that this is the probability of his entering under 
the assumption that he is still in the first state. The probability of this 
person entering in exactly the year (¢ + 1) at the age (j + 1) is evidently 
computed from [1 — oyJay+n(t+1- For a student not enroled before the 
year (j + n) there is a probability of ag+m¢+n of his entering during 
this year. In the following formulas we give the probabilities of a student 
entering in exactly the years £, (f + 1), .-- (t + n), when the student 
belongs to the age groups, j, (j + 1), --- (j + n), respectively. 


ASA 

Year Probability of Entering (8) 
QT ARANA e 

t [771 

(+1) [1 — ales 

(¢ + 2) [1 — all — ausnernlauraer® 

+n) [1 — a). - [1 — agente leg (e+m) 
VT, e 


The total of these probabilities, i.e. the probability that a person who 
belongs to the age group j in the year 1 will ever start school, is evidently: 


ay = X1 — al, H ayraner—oleyra e S l (9) 
a 


It is easy to prove that ay = 1 as soon as any of the factors oy) +y) 


equals one. (y is an arbitrary integer). : 
The above probabilities « for the many individuals depend on many 
factors. Some of these can be considered personal: sex, intelligence, 
interests, etc. Others are related to the society in which the individual 
lives: religion, ethnic group, income of parents. Still others are geo- 
graphical or national: urban or rural area, educational policy of the 
country, etc. To enumerate all factors is certainly not possible. As we 
will discuss they may change from one year to the next, too. i 
From the population À we can chose a suitable stratum G, which we 
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will consider in the following. The stratum should be semi-closed, i.e. 
no members enter the stratum. (Members leave it, however, as migration 
and deaths occur). This assumption means that migrants into the country 
each year must form new strata to be considered; in many cases in- 
migration is negligible, however. The stratum numbers P^ individuals 
and has the age groups PS. We can find an expression for the proportion 
of the children in the age group (j + x) who enter school in the year 
(t + x). This proportion is called a( , Auer: If the probabilities of entering 
school are homogeneous in the stratum, ai „yur2) = %G+2t+2) for the 
stratum, or else a4, 24.2) = Su eet the average probability for the 
stratum. In particular, if P = PA, the whole eligible population, we 
have: 


G z "t 
AG zyt2) = W+antre) = W+art+ey (10) 


For the stratum G we have the following number of students BẸ, „y 
who enter school in the year ¢ and who belong to the age group (f + x): 


G a a a pa 
Boston = [l — Aia): - D — Arana raro (11) 


The total number of students entering school in the year / can evidently 
be found as: 


BP = X1 — ejl. D ul en air: (12) 
g 


A student does not necessarily enter grade 1; for a given student of 
the age group j who enters school in the year £ there is a probability of 
14jt that he will enter the first grade, zÄ that he will enter the second 
grade, and so on. The sum of these probabilities is evidently 1. 


Enrolment in the Different Grades. The total number of students we 
have in the various substates of the stratum A depends on three factors: 
(1) The number of students entering a structure each year (if necessary 
distributed on the grades). (2) The number of students who drop out 
from each grade each year or leave it after graduation. (3) The number 
of students who repeat each class each year. We assume that a structure 
consists of several grades. 

For a given student in grade k in the year { there is a certain probability 
But that he will succeed and be entitled to enter the higher grade (k + 1) 
in the year (t + 1). ; 

If the student succeeds in school there is a probability yx that he will 
continue school in the higher grade; if he fails there is a probability KI 
that he will continue school (repeat). Thus, for a given student in the 
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grade k in the year /, we can state the following probabilities for the year 
(+ 1): 
Brot for his continuing school in the grade (k + 1), 
(1 — Brt)dxe for his repeating grade k, (13) 
Brell — yet) + (1 — Bre) (1 — dee) for his drop out. 


These probabilities depend on a large number of factors, personal, 
social, geographic, economic ones, etc. 

For a given stratum G for which the enrolment figure in the grade k 
in the year ¿is Ef, a certain proportion bf succeeds in grade k; of these 
a proportion cf continues school in grade (k + 1). Another proportion 
(1 — b8) fails; of these the proportion d continues school. The number 
E is thus divided into three parts: 


bEcBES, those who are in grade (k + 1) in the year (¿+ 1), 
(1 — b dg Eg, those who repeat grade k, (14) 
[b&(1 — cS) + (1 — 69)(1 — ag)]Eg, those who have dropped out. 


The total proportion of students who remain in school in the year 
(t+ 1), “the school survival ratio", has elsewhere been called zou BI 


wg = Meg + dgl — 89). (15) 


The proportion of those remaining in school who are promoted to the 
higher grade is px. As can be seen we get pf from: 
wap = Dicht (16) 

Students Returning to School. We must consider still a factor, which is 
perhaps not very important in most countries at present, but which 
may develop to an important one in some areas with growing economic 
potential, namely the return of drop-outs to school. 

For a person who succeeds in the k-th grade in the year / but drops 
out of a structure there is a probability 1ex(t+1) that he will return to 
it in the year (¢ + 2) to continue in grade (k + 1) after having been 
absent for one year. Considering the probability given in formula (6), 
we find that there is a probability of Guil — yii) emp that he will 
start grade (k + 1) in exactly the year (t + 2). For a student who e 
enroled in grade k in the year ¢ there is accordingly a probability 0 
Bull — orl) — 1€K(t+1)] 2... mEk(t+m) n he will start school again in 
grade (k + 1) after having been absent for m years. : 

Fora ker who die not succeed in grade k in the year ¢ there is a 
Probability of ınx«+1) that he will return to grade k in the year (t + 2). 
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We find that for a student who is enroled in grade & in the year ¢ there is 
a probability of (1 — Bvd) — xe) mee+ that he will start grade k 
again in the year (¢ + 2) after having been absent for one year, and a 
probability given by the expression 


(1 — Bre) (1 — Sxe)(1 — recs) - + - mik(+m) 


that he will start school in grade k again in the year (t + m + 1) after 
having been absent for m years. 

It can certainly be assumed that the probabilities mex(t+m) and sm) 
depend on factors in the individual like intelligence, attitudes, etc. We 
may assume that they depend on his age as well. Outer factors like laws, 
national income per capita, income of parents, etc. are bound to influence 
them too. 

In a stratum G where the enrolment figure in grade k in the year t is 
ES, we denote by ën wt and miras m) the proportions that correspond 
to the above probabilities mex(t+m) and mnx(-+m)- 

To grade (k + 1) enter the following numbers of students in the year 
+1): 

E&bScG, those promoted from grade k who continue directly, 

EG ll — 0%, lg un, those who repeat grade (k + 1) immediately, 

Eë ff ll — gf lef, those who were promoted but 

stayed out of school for one year, (17) 

Ef fu all — En ll — Lem) +++ nfi 

those who were promoted but stayed out of school for m years, 
EQ cd FR enano 8 d ua Ui 
those who failed but returned to class k after one year, 

EG csl — MÉ rye-mlll — dko- lll — VGena-men °° m 

those who failed and stayed out for m years. 


Application of the Model 

Different Fields of Application. The model which has been outlined 
above is a micro-model, which gives the relationships between certain 
probabilities of events and certain factors which influence these, and 
which has been extended to give the relationships between certain 
proportions and enrolment figures for closed strata. 

The ultimate aim of the research which may concern this and similar 
models would be to try to find all probabilities for all individuals and their 
relationships with all factors that influence them. At the present stage of 
research we are certainly not able to do this, however. We would need to 
carry out some form of experiment or use a quasi-experimental approach. 


A SCHOOL ENROLMENT MODEL 203 


At present we are more concerned with the same problems for groups: 
What factors influence enrolment, repetition, dropping-out, and return 
to school in a certain defined group or stratum? What relationship is 
there between the various proportions stated above and the factors that 
influence these ? 

The first problem could be solved along well-defined lines: Correlation 
and regression analysis, time series studies, etc. could be used, the 
technique of variation of the composition of the strata might yield 
additional pieces of information, etc. If the model is used on a large scale, 
a simulation approach by means of computers might prove to be a feasible 
method.®) We will not discuss this here, as we may find these methods 
discussed in monographs and text books. 

The application of the model has a directly practical side, too. As 
soon as some of the factors that influence the occurrence of the various 
events are known — and a few we know a priori-wecanusethemforthe 
projection of enrolment figures. We will turn our attention to this 
instead. — In all enrolment projections we assume that we have identical 
groups for a series of years, ie. groups found by means of identical 
sampling from identically defined populations. 


Projection of the Number of Beginners. To be able to project the number 
of entrants into a given structure we must project a in equations (11) 
and (12). This is influenced by many factors; time, income per capita, 
location and measurable attitudes towards school are probably the most 
important ones. From given data for a series of years it should be possible 
to find out if certain factors are correlated with the proportions, and also 
to estimate what function of time, income per capita, etc. we must use. 

The functions would vary between strata. Variations as to the selections 
of groups for our studies is perhaps the most effective way we have of 
studying the influence of different factors. ; 

For many strata of the population of a country the proportions are 
most probably rather complicated functions of time, income, etc. This 
may be the case when the stratum in question shows irregular age 
distribution, when it is influenced by factors like strong migration, or 
when enrolment is affected by external factors like new laws, economic 
crises, etc. i 

In those cases where we have a development which is influenced 
by laws or regulations, we may be able to estimate their influence on the 
Proportions. If e.g. compulsory education is carried through, we know 
that one of the proportions will become almost exactly one in the near 
future, which may also influence other proportions. 
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For many strata, perhaps also the total population, it ought to be 
possible to assume that the proportions develop as linear functions of 
the factors mentioned, e.g. 


af = AG + Ar + AGO + AGxY, (18) 


where the A-s are constants, T represents time, 6 income per capita and 
Y a third factor. 

In times of steady economic and social development, which we have 
in some parts of the world at present, there is a very strong relationship 
between time on the one hand and all other factors, which have been 
mentioned here, on the other. In that case we cannot separate the 
various factors for a whole population of a country or for some of its 
parts. (By studying variations between the groups we might be able to 
arrive at an understanding of their effect, however). We may find that 
we have to be satisfied with having studied the relationship between 
enrolment (the proportions a) and one of the factors, presumably T 
(time). We get: (K is a constant) 


a$ = AS, + KST. (19) 


If equation (12) is approximately true, we get from this and equation 
(5) the following general expression for By: 


BE = (Ku + KizT)Pf, + (Ka + KoT + KT IP 4414 F 
+... + (Ku + KuT+... + LEE WE (20) 


where the K-s are constants and u such a number that (j + u) is the 
highest age group from which we can get entrants. 

The population figure P£ is determined according to the given defi- 
nition. It is often favorable to refer all estimates P% to a common base 
age, h, and use the well-known relationship: 

P% ng Pfu-i+n am (21) 
Li 
where L;/L» is the survival ratio from age h to age 1 years. 

For many purposes we can probably rather safely assume that 
LLa = 1, i.e. the number of deaths is negligible. 

It is evident that even in those cases where we receive students from 
only a few age groups, Bf is a complicated function of T or whatever 
factor we study. Only in those cases where students come from one age 
group only or where the proportions entering from all age groups except 
one are almost constant, is it possible to assume that the total enrolment 
figure develops according to a linear function of time. 
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In some cases we find that the vast majority of all students come 
from two or three age groups. This may give us the development of the 
total number of beginners which has been reported elsewhere by the 
present author.19) The relative enrolment shows accelerated development 
at first, but then it drops off, approximately according to the formula: 


y =a + bt + ct? — di, 22 
(22) 


where a, b, c, and d are positive constants and í time. 

For the sake of parsimony we have only considered the total number 
of beginners above. Nearly all students enter the first grade of the school 
system, but there may be a few who enter other grades as well. As long 
as we deal with the whole school system of a state or some other big unit, 
the number of beginners in grades higher than the first is probably 
negligible, but if we consider a particular part of the system or a separate 
stratum of the population the situation may be different. 

If we want to separate grade 1 beginners from students who start 
school in other grades, we can easily incorporate such a separation in 
the model. — Of all students from age group ? who enter the school 
system, the proportion ifu enters grade 1, the proportion ofi enters 
grade 2, etc. 

iu + ofte +. + afte = L (23) 


Most certainly 1/4 is nearly one while the other proportions are small, 
If any proportion except if needs to be considered we must find ways 
of projecting its development. Linear projection or projection based on 
considerations of laws and economic-political events may be possible. 
Combination of the projection of the total number of beginners and these 
proportions will give us the beginners distributed by grades. 


Projection of the Numbers of Promoted Students, Repeaters and Drop-Outs. 

For the planner it is essential that he can project the propor- 
tions b, c, and d (or w and f) and study the factors that influence 
these. If they are known the total enrolment in all grades can easily be 


computed. 

As in the case with the projection of the number of entrants, the 
projection of these proportions must depend on the properties of the 
stratum we study. For some strata we must presumably assume that the 
proportions in question are complicated functions of time and other 
factors. 

Very often we would be able to assume that they are linear functions 


of time, per capita income, and other measurable factors. As in the case 
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with beginners in school, we may also find that all factors are so closely 
related to time that we cannot get any safe relationship except the 
following ones: 

bG = Ag, + KAT, 

c = AG, EST, (24) 

d& = AG, + Kgl, etc. 


If the coefficients K@ are small compared to the coefficients Af, we 
can easily see that wf and p6 are linear functions of T as soon as og 
cÉ and dg are. This linearity has been found for existing data. In all 
probability we have to restrict our studies to wf and pg as the other 
proportions can rarely be computed from existing school statistics. 

To be able to get the proportions b, c, and d we would need information 
about the distribution of those who succeed and those who fail in school 
in each grade on students who continue and students who drop out. 

From school statistics we can sometimes find reports about the results 
of examinations etc. so that we can get the numbers of those who succeed 
and those who fail in each grade. If the total number of enroled students 
in grade E in the year ¢ is Ef, the number of those who succeed is Sg 
and the number of those who fail Fg. From school statistics we can 
often get the number of new students in grade (k + 1) in the year t+!) 
- let it be TÉL au — and the number of repeaters in the grade k in the 
year (t + 1) —it is Ufu, We find evidently that 


se 
og es. kt : 
cg = E ^ (25) 
de Ufern 
H FS 


Usually we cannot get students distributed in this way but must 
confine ourselves to the ratios wf and pg, which may also be very useful. 


G 
4 _ Trn a UGa+1) 
ve ane? 
tk 
28 T caen ; (26) 
G 
Tenero + Use 


Unfortunately, not all countries provide sufficient data even for the 
whole country to allow us to compute these proportions, either. 
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Projection of the Number of Students who Return to School. From formula 
(10) it is possible to compute the number of students who return to school 
after having been absent for one or more years. In nearly all practical 
cases this number is — as far as the author knows — negligible. Occasionally 
or for specific groups their number may be so large that we should esti- 
mate and project it. Even then we may find that the proportions are so 
close to zero that we have: 


Pë, Eu ill — ml — 15m) ++ melt © 

= Ea mu ail FT dÉ imylmeke 

ES y-o! — drum — dë utile 
o mba © Elerne-ml! — vam — gail 


(27) 


which gives the number of students who were promoted and who re- 
turned to school in the grade (4 + 1) in the year (t + 1) after having 
been absent for m years, and the number of students who failed and 
dropped out but returned to grade (k + 1) after having been absent for 
m years. 

The proportions „eg can be projected, and the method available is 
probably based on the assumption that they develop as linear functions 
of time. 


A Simplified Example. In our example we will treat data about the 
part of the population in a country which has been living there at least 
since the age of 5. This defines our stratum G. It is to be noted that 
persons who have migrated to the country after the age of 5 are not 
included in G; we need to make separate calculations for these. Out 
migrants are considered; if they migrate after having entered school they 
are treated as drop-outs. The same is the case with persons who die 
while enroled in school. 

The structure of the school system with which our sample is concerned 
is the six-year elementary school system, which is compulsory in principle, 
and which children are supposed to enter during their fifth or sixth year 
of life. 

The estimated age groups 5-9 for the years 1959-1965 and the corre- 
sponding projected groups for the years 1966-1970 are shown in Table I. 
The age distributions of the enroled beginners in 1959-1965 are shown 
in Table III. From these data it is possible to compute the proportions 
ef, Aua of formulas (10)-(12). (Here j = 5, € = 0 — 4, and { = 1959- 
1965). These proportions are presented in Table IV. 
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TABLE II 
Age Groups 5-9 in the Years 1959-1970 


A SAA eee 


Year Age Group 
5 6 7 8 9 

1960 106000 102000 97000 95000 92000 
1961 109000 105000 101000 96000 94000 
1962 111000 108000 104000 99000 95000 
1963 116000 110000 107000 103000 98000 
1964 119000 115000 109000 106000 102000 
1965 123000 118000 114000 108000 105000 
1966 127000 122000 117000 113000 107000 
1967 130000 125000 121000 116000 112000 
1968 134000 129000 124000 120000 115000 
1969 138000 133000 128000 123000 119000 
1970 142000 137000 132000 127000 122000 


TABLE III 
Age Distribution of Beginners, 19 59-1965 


BEN Ft nT EE 


Year Age Group 

5 6 7 8 9 Total 
1960 11660 39320 15010 6700 1100 73790 
1961 17440 54620 16290 8000 1050 97400 
1962 21330 65010 14310 9100 900 110650 
1963 28000 73750 11420 5340 580 118840 
1964 33240 77460 8090 2420 400 121610 
1965 38100 79790 6320 890 250 125350 

TABLE IV 


Development of Age-Specific Enrolment Rates for Children 
not Already Enroled in School, 1959-1965 


PAD ee We ES 


Year Age group (j + 4) 

+2) 5 6 7 8 9 
1959 10 
1960 11 42 
1961 16 58 30 
1962 19 71 36 24 
1963 24 82 43 21 2 
1964 28 88 50 16 2 
1965 31 93 60 11 2 
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TABLE V 


Projected Development of Age-Specific Enrolment Rates for 
Children not Already Enroled in School, 1966-1970 


Year Age group (j + 4) 

(t ++) 5 6 7 8 9 
1966 34.90 100 66.0 7.0 2 
1967 38.65 100 73.4 2.6 2 
1968 42.10 100 80.8 0 2 
1969 46.15 100 88.2 0 2 
1970 49.90 100 95.6 0 2 


ES o SS 


TABLE VI 
Projected Age Distribution of Beginners, 1966-1970 


Year Age Group 

5 6 7 8 9 Total 
1966 44320 84900 3940 300 140 133600 
1967 50250 82680 0 50 80 133060 
1968 56820 79750 o 0 40 136610 
1969 63690 77180 0 0 0 140870 
1970 70860 74310 0 0 0 145170 


1970 — ToMo TARA LR NN 


least squares we can find the lines which 


By means of the method of 
of the rates. Their equations are: (y 


best describe the development 
represents enrolment, per cent; x is years) 


Age 5 years: y — 3.75% + 8.65, (1=0 for 1959); 

Age 6 years: Y = 10.4x + 46.3, (x = 0 for 1960) ; 

Age 7 years: y= 7.4 + 29.0, (x = 0 for 1961); 

Age 8 years: y = Aan +246, =O for 1962); 

Age 9 years: y= 2 
The projected age-specific enrolment rates for beginners are shown in 
Table V and the age-distribution of the beginners in Table VI. 

A few words of comment may be of interest. The total number of 
beginners is in this projection larger than any single age group between 
5 and 9. This is due to the fact that children from more than one age 
group enter school, and the trend is to let a still larger proportion of the 


5-year-old children enter school, while all remaining children in the age 
group 6 years will enter. The common assumption that the number of 
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TABLE VII 
Distribution of Students by Grade and History in the Grade, 1959-1965 
Year 
1959 1960 1961 1962 1963 1964 1965 
Grade 1 
New Students 73790 97400 110650 118840 121610 125350 
Repeaters 6220 7900 9210 10610 12070 12720 
Total 72120 80010 105300 119860 129450 133680 138070 
Grade 2 
New Students 63110 69300 92570 105400 113370 116840 
Repeaters 590 620 730 1060 1240 1350 
Total 60100 63700 69920 93300 106460 114610 118190 
Grade 3 
New Students 57700 61210 67300 90100 102880 110900 
Repeaters 260 290 330 370 510 630 
Total 51620 57960 61500 67630 90470 103390 111530 
Grade 4 
New Students 49710 55880 59310 65240 87430 100170 
Repeaters 4760 5610 6460 6550 5880 6780 
Total 46710 54470 61490 65770 71790 93310 106950 
Grade 5 
New Students 39520 46080 52080 56130 62680 82800 
Repeaters 1020 1260 1420 1500 1730 2010 
Total 35000 40540 47340 53500 57630 64410 84810 
Grade 6 
New Students 32920 38100 44600 50660 54520 61050 
Repeaters 3100 3520 3970 4910 5360 6050 
Total 29010 36020 41620 48570 55570 59880 67100 
Graduates 23490 29540 34960 40370 47210 52390 56310 
Enroled 294560 332700 387170 448630 511370 569280 629650 
TABLE VIII 
Survival Ratios (w), Promotion Ratios (p) and Graduation Ratios 

Year Grade 1 Grade 2 Grade 3 Grade 4 Grade 5 Grade 6 Grad. 

w f w p w p w p w f w Ratio 
1959 96.2 91.1 97.0 99.0 96.8 99.5 94.8 89.2 96.9 97.0 10.7 81.0 
1960 96.5 89.8 96.9 99.0 96.7 99.5 94.9 89.1 96.9 96.9 9.8 82.0 
1961 96.5 91.0 97.2 98.9 97.0 99.5 95.2 89.0 97.2 96.9 9.5 83.9 
1962 96.6 90.8 97.7 98.8 97.0 99.4 95.3 89.5 97.5 97.1 10.1 83.0 
1963 96.8 90.4 97.8 988 97.2 99.4 95.5 914 976 96.9 96 850 
1964 96.9 90.1 97.9 98.8 97.5 99.4 96.0 92.4 97.9 96.9 10.1 SC 


1965 


e 


— À—— M E —— 
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TABLE IX 
Projected Survival Ratios (w), Promotion Ratios (p) and Graduation Ratios 


Year Grade! Grade 2 Grade 3 Grade 4 Grade 5 Grade 6 Grad. 
w D w D w ? w ? w ? w Ratio 


1965 97.05 90.88 98.15 98.70 97.51 99.33 96.10 92.45 98.06 96.91 9.78 

1966 97.18 90.98 98.37 98.65 97.65 99.30 96.33 93.12 98.27 96.90 9.74 86.65 
1967 97.31 91.08 98.59 98.60 97.79 99.27 96.56 93.79 98.48 96.89 9.70 87.38 
1968 97.44 91.18 98.81 98.55 97.92 99.24 96.79 94.46 98.69 96.88 9.66 88.11 
1969 97.57 91.28 99.03 98.50 98.07 99.21 97.02 95.13 98.90 96.87 9.62 88.84 


1970 89.57 
TABLE X 
Projected Distribution of Students by Grade and History in the Grade, 1965-1970 


Year 
1965 1966 1967 1968 1969 1970 

Grade 1 

New Students 133600 133060 136610 140870 145170 
Repeaters 12220 12860 12650 12830 13080 
Total 138070 145820 145920 149260 153700 158250 
Grade 2 

New Students 121780 129750 129210 132610 136890 
Repeaters 1510 1640 1820 1880 2000 
Total 118190 123290 131390 131030 134490 138890 
Grade 3 

New Students 114490 119640 127720 127590 131190 
Repeaters 730 790 860 960 1000 
Total 111530 115220 120430 128580 128550 132190 
Grade 4 

New Students 108020 111720 116910 124950 125070 
Repeaters 7760 7670 7160 6660 6220 
Total 106950 115780 119390 124070 131610 131290 
Grade 5 

New Students 95020 103860 108120 113430 121470 
Repeaters 2560 2970 3280 3430 3610 
Total 84810 97580 106830 111400 116860 125080 
Grade 6 

New Students 80600 92920 101930 106510 Ad 
Repeaters 6560 8490 9840 10800 11 
Total 67100 97160 101410 111770 117310 123250 
Graduates 56310 75520 88610 98480 104220 110400 


725370 756110 782520 808950 


Enroled 629650 684850 
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beginners is nearly equal to the number of children in one age group of 
one year in a country with compulsory education, is not always true. 

In the school system, which our example covers, all pupils enter first 
grade when they are enroled. The number of students who leave the 
structure but return is negligible. Dropping-out and repetition occur, 
however. From 1960 data have been collected about students enroled in 
school, distributed on repeaters and students who attend the grade for 
the first time (“new students”). This information is found in Table VII. 

This set of data permits us to compute the ratios wk and pf, which 
have been discussed above. They are found in Table VIII which also 
gives graduation ratios. These rates develop approximately according 
to straight lines, which enables projection. The least square method gives 
the following equations: 


Grade 1, w: y= 0.13% + 96.27; 
$: y= 0.10x + 90.28; 
Grade 2, w: y= 0.22% + 96.83; 
$: y = —0.05x + 99.00; 
Grade 3, w: y= 0.14% + 96.67; 
$: y = —0.03% + 00.51; 
Grade 4, w: y= 0.23% + 94.72; 
D: y=  0.67x + 88.43; 
Grade 5, w: y= 0.21% + 96.80; 
$: y = —0.01x + 96.97; 
Grade 6, w: y = —0.04x + 10.02; 


Graduation ratio: y= 0.73% + 81.54. 


Here y represents ratio (per cent) and x years (x = 0 for 1959). 

The projected development of the ratios is shown in Table IX and the 
projected development of the number of students in each grade is shown 
in Table X. 


Data Needed. The model presented has reference to closed groups Or 
strata. The starting-point is exact information about the age distribution. 
As to data about students we need these distributed on new students and 
repeaters. We need the beginners distributed by age and grade. Other 
new students in each grade should be distributed by the year they last 
attended the previous grade, if there are students who return to school. 
About repeaters in each grade we need information so that we can 
distribute them by the year they last attended the grade, under the 
assumption that such a distribution exists. Finally we would like the 
students in each grade distributed as to their succeeding or failing. 


a 


P 


A SCHOOL ENROLMENT MODEL 213 


This information for a series of years will give us enough data to create 
the frame of reference around which we can complete our model. Ad- 
ditional information as to personal, social and other factors which we 
want to incorporate in it has to be added. The selection of these data 
depends on the purpose for the particular study. 
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EIN MODELL ZUR VORAUSBERECHNUNG VON SCHÜLERZAHLEN 


von INGVAR WERDELIN, Malmö 


Die Vorausschätzung von Schülerzahlen ist oft nur in unbefriedigender Weise 


erfolgt. Um verläßlichere Vorausschätzungen zu ermöglichen, schlägt der Verfasser 
gt 8 


ein neues Micro-Modell-Verfahren (micro-model approach) vor und untersucht seine 


Anwendungsmöglichkeiten auf die Vorausschätzung von Schülerzahlen. Dabei 
werden verschiedene die Entwicklung von Schülerzahlen oer esit dessin 
behandelt. — Die Grundlage für die "Vorausschátzungen sind die Eee 
des Schülerpotentials. Es wird eine bestimmte Schicht der Schülerschaft ea 
trachtet; die ihr angehôrenden Schiiler befinden sich wahrend eines Jahres Ei er 
gleichen Ausbildungssituation (Zweig, Klasse usw). Es werden Gleichungen E 
stellt, die die Schülerbewegung in andere Séhichten wahrend dee der 
messen. — Um Vorausschätzungen zu ermôglichen, wird ein Micro-Modell Ver- 


fahren vorgeschlagen, das auf der Wahrscheinlichkeitsannahme beruht, daß Schüler 
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sich von einem zum anderen Jahr in ganz bestimmter Weise verhalten: Die Schule 
beginnen, sie mit Erfolg besuchen oder in einer bestimmten Klasse oder einem 
bestimmten Zweig scheitern, den Schulbesuch fortsetzen oder abgehen, zur Schule 
zurückkehren, nachdem sie sie verlassen hatten. Durch Errechnung der Mittelwerte 
dieses individuellen Wahrscheinlichkeitsverhaltens erhält man den Anteil der 
Personen einer bestimmten Schiilerschicht, die sich in dieser Weise verhalten. Die 
Kombination dieser Wahrscheinlichkeitswerte mit den Gleichungen, die die Be- 
wegung der Schiilerstréme beschreiben, ermöglicht die Vorausschätzung der 
Schülerzahlen für die folgenden Jahre. — Dabei wird davon ausgegangen, daß sich 
hinsichtlich des Anteils von Schülern in einer bestimmten Schicht, die die Schule 
beginnen, sie erfolgreich durchlaufen usw., eine Entwicklung vollzieht. Daten für 
eine Reihe aufeinanderfolgender Jahre erlauben Vorausschätzungen. Es ist anzu- 
nehmen, daß diese Entwicklung unter bestimmten Voraussetzungen zeitlich linear 
verläuft. - Der Verfasser verdeutlicht das vorgeschlagene Verfahren an einem 
Beispiel. Statistische und andere Datenanalyse-Verfahren werden ebenfalls be- 
handelt. 


MODELE DESTINE A DETERMINER A L’AVANCE 
LE NOMBRE D’INSCRIPTIONS SCOLATRES 


par INGVAR WERDELIN, Malmö 


Les prévisions relatives aux inscriptions scolaires ont souvent été effectuées de 
manière imparfaite. Pour pouvoir établir des calculs plus satisfaisants, l'auteur 
présente une nouvelle conception de micro-modèle (micro-model approach) pour 
déterminer les inscriptions scolaires, et discute de son application, Différents 
facteurs, qui influencent ces inscriptions scolaires, sont considérés. La base de ces 
prévisions est l'afflux d'élèves. On considère une couche donnée de la population 
scolaire: les élèves qui en font partie, se trouvent pendant un an dans la même 
situation pédagogique (branche, niveau etc.). On fournit des équations qui mesurent 
leur passage dans d'autres couches, l’année suivante. Pour permettre des prévisions, 
l’auteur suggère une étude micro-modèle basée sur les probabilités selon lesquelles 
les élèves se comportent d’une certaine manière d’une année scolaire à l’autre: 
commencer l'école, réussir ou échouer dans une branche ou à un niveau particuliers, 
continuer à l’école ou l’abandonner, retourner à l'école aprés un certain temps 
d'absence, etc. En faisant la moyenne de ces probabilités individuelles, nous 
obtenons les proportions d'élèves dans une section donnée de la population scolaire, 
qui se comportent de cette façon particulière. La combinaison de ces chiffres de 
probabilité avec les équations qui décrivent l'afflux d'élèves, permet de prévoir des 
chiffres d'inscription pour les prochaines années. L'auteur suppose qu'il y a une 
progression en ce qui concerne les proportions des éléves, dans une certaine section 
de la population scolaire, qui commencent et réussissent à l’école, etc. Des données 
pour plusieurs années permettent d'établir des prévisions. Il pense que sous Cer- 
taines conditions, le développement est linéaire en ce qui concerne le temps. Les 
méthodes suggérées sont illustrées au moyen d'un exemple. L'auteur discute aussi 
les méthodes d'analyses des données au moyen de différents procédés statistiques 


et autres. 


COMMUNICATIONS - BERICHTE - COMMUNICATIONS 


UNIVERSITY PLANNING IN DENMARK *) 


Present Situation 

From the founding of the University of Copenhagen in 1479, Denmark has had a 
long tradition of highly scholarly university education for the small percentage of 
young people who were capable of work at that level. Although a number of 
technical and other specialized institutions were developed outside the university, 
primarily during the present and last centuries, the idea of providing for mass 
education at the university level has not, until recently, been a major consideration. 
in Denmark. 

In recent years, the increase in numbers of young people completing the upper 
secondary school (gymnasium) and desiring to attend a university has increased 
such that the government has found it necessary to look toward further expansion 
of university and other higher educational institutions. In 1950, the two universities 
and other institutions of higher education enrolled about 2300 new students; in 
1968, more than 8600 new students were enrolled. In each year about three-fourths 
of the total enrolled in the universities. 

Further evidence of the pressure is found in the fact that in 1955, 6.2 percent of 
the 18-year-old youth in the country completed the gymnasium (i.e. passed the 
studentereksamen); but in 1968 this figure had risen to 13.0 and the Ministry of 
Education expects it to rise to about 20 percent by 1980. 

The University of Copenhagen is the center of scholarship in Denmark. New 
institutions, programs, and plans that evolve do so within the context of the 
history and tradition of that institution. The original site of the University was in 
the center of Copenhagen where the faculties of humanities, and law and economics 
are still located. The medical faculty and the sciences moved a number of years 
ago to the northern part of Copenhagen. 

One must remember that in Denmark, technical and professional subjects, other 
than law and medicine, are not offered in the university but are found in separate 


institutions. The faculties of the University of Copenhagen include: Theology; Law 


and Economics, which also includes statistics, sociology and political science; 
Medicine; Arts (Det Filosofiske Fakultet) which includes physics, chemistry, 
astronomy, zoology, botany, geography, and other sciences. 

The University of Aarhus, located in that city on the east coast of the Jutland 


peninsula, was founded in 1928 and includes the same faculties as the University 


located in Odense on the Island of Funen. 
passed a law in 1964 establishing the University 0! 
opened in the fall of 1966 with 183 students in medi 
PAR EXT: ^g. i ith 
*) This Communication is based primarily on the author's interviews w 

officials in the Danish Ministry of Education during his stay in enmar 2 eee 
and on his observations of the Danish educational system during the years 

ing. 
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As previously noted, except for law and medicine, higher education for the 
professions and in technical subjects is not offered in the universities. As need for 
preparation in technical and professional subjects developed, separate institutions 
were established. Other institutions of higher education in Denmark, listed in 
order of their establishment, are as follows : 

The Royal Academy of Fine Arts (founded 1754) trains architects, painters and 
sculptors. It had about 700 students of architecture in 1968-69. 

The Technical University of Denmark (1829), with an enrollment of just over 
2800, trains engineers of building and construction, mechanics, chemistry and 
electrotechnics. Although it offers university level work, most general references to 
universities in Denmark include only the universities of Copenhagen, Aarhus and, 
now, Odense. 

The Royal Veterinary and A gricultural College (1858) offers training in veterinary 
medicine, forestry and agriculture. In 1968, it had 1415 students. 

The Danish Academy of Music, Copenhagen (1867), includes an opera school and 
enrolls about 240 students. Similar academies, established more recently, are found 
in Aalborg, Aarhus, Esbjerg and Odense. 

The Dental College of Copenhagen (1888) and the Dental College of Aarhus (1958) 
enroll about 1270 students together. 

The Royal Danish School of Pharmacy (1892) enrolls about 625 students. 

The Copenhagen School of Economics and Business Administration (1917) and the 
Aarhus School of Economics and Business Administration (1939) enroll approxi- 
mately 4900 and 1500 respectively. These schools also offer foreign languages. There 
are six branches in different parts of the country whose instruction is under the 
supervision of the two schools in Copenhagen and Aarhus. 

The Danish Engineering Academy of Copenhagen (1957) and its branch campus 
in Aalborg (1966) enroll 1400 students. This academy was established for the 
purpose of preparing engineers with curricula requiring only three to four years, 
rather than the more scientific and theoretical programs offered in the Technical 
University of Denmark. 

The Royal Danish College of Education (1963) had fulltime enrollment in 1968-69 
of about 200 plus several thousand teachers enrolled in late afternoon and summer 
courses at the College in Copenhagen and at centers located throughout the country. 

The School of Architecture in Aarhus opened in 1965 with an enrollment of 52 
students. In 1968 it enrolled 135. 

The titles of the various colleges and schools do not fully reveal the nature and 
extent of their offerings. Several are, in fact, comparable to universities in that 
they offer training leading to the licentiate (2} to 4 years of postgraduate study) 
and are authorized to confer the doctorate. In Danish, they are known as hojere 
laereanstalter (university level institutions) or more commonly as højskoler (high 
schools), a term that is applied broadly, ranging from institutions whose instruction 
is of a sub-collegiate nature to those offering university level postgraduate work. 
This ambiguity parallels roughly that of the term “college” in America which may 
refer to a barber school or to a scholarly institution offering instruction through 
the doctorate, such as Dartmouth College. 

The foregoing do not include the 29 teacher training colleges in Denmark which 
prepare teachers for the elementary and lower secondary schools (grades 1-10). 
These institutions offer curricula of three years’ duration for graduates of the 
gymnasium and four years’ for those who have completed only the lower secondary 
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school (realskole). Nor does the higher education system include the following: 69 
folk high schools (peoples’ colleges) which are resident adult education schools 
offering general education, 28 agricultural and 32 home economics resident schools 
for young adults, 26 schools for seamen, 76 technical schools, 89 commercial schools, 
and a small number of more specialized vocational schools. 


Need for Higher Education 

Asnoted, the percentage of 18-year-olds completing the gymnasium has advanced 
in recent years and there is good reason to expect this to continue. Illiteracy is 
virtually nonexistent in Denmark, due in a large measure to the fact that seven years 
of elementary education have been required since 1814. For many years, young 
people, especially those in rural areas and small towns, terminated their education 
after seven years. Since World War II, however, the percentage who continued, 
particularly to the end of the ninth year, has increased. 

At grade six, students may be divided into two groups according to ability. At 
grade eight, those who desire to attend the gymnasium enter the vealskole for grades 
eight, nine and ten, although they are eligible to enter the gymnasium after the 
ninth grade. Those who do not enter the realskole at grade eight enter either the 
technical track or the general track, of which about 95 percent are in the general 
curriculum. In 1967-68, in the general and technical curricula there were 36,603 
in the eighth grade, 27,108 in the ninth grade and 5,722 in the tenth grade. The 
sharp drop in enrollment following grade nine is due to the fact that many vocational 
schools of business and technology require nine years of education for admission. 
In 1967-68, the realskole enrolled 87,300 in years one, two and three, i.e. grades 
eight, nine and ten. However, the gymnasium enrolled only 28,554 in grades ten, 
eleven and twelve; thus a minority of those enrolled in the realskole go on to attend 
the gymnasium. The numbers attending the vealskole and the gymnasium are 
increasing, due both to population increase and to the percentage of the population 
who desire more formal schooling. There is good reason to believe that this trend 
will continue, and the recent decision of the Folketing to require eight years of 
formal education beginning in 1973 and nine years beginning in 1974 will accelerate 
this development. n 

While completion of the gymnasium is required for admission to a Danish uni- 
versity, this is not so for other higher education institutions in Denmark. For 
example, the Royal College of Education offers what is, in effect, only graduate 
professional study for teachers, some of whom are graduates ofa university but the 
great majority of them are graduates of teacher training colleges which do not 
require completion of the gymnasium for admission. Many of the students at the 
Royal Veterinary and Agricultural College have completed only seven or eight 
years of formal schooling plus the other requirements — two years of experience 
term (six to nine months) at an agricultural 
languages and successfully completing an 
gymnasium graduates, 


a student may prepare himself adequately through tutoring to pass admission 
examinations. This is true in varying degrees for other institutions of higher 


education in Denmark. d 

Although the Ministry of Education knows that approximately AO percent of 
those completing the gymnasium enter either one of the three universities or other 
institutions of higher learning (this does not include those who enroll in teacher 
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training colleges), this figure is not sufficient alone for predicting enrollment in all 
higher education. However, the percentage who enter non-university higher 
education without having completed the gymnasium is likely to decline in the 
years ahead. 

Another complicating factor is the present rules and practices regarding admission 
to the universities and other higher education institutions. All of the institutions, 
other than the universities, screen applicants with varying degrees of stringency. 
Applicants for admission to most of them far exceed space available. For example, 
in the autumn of 1967 the Royal Veterinary and Agricultural College accepted only 
56 percent of its applicants. The universities cannot exercise such selectivity ; 
according to law, anyone who completes the gymnasium (passes the studenterek- 
samen) must be admitted to the university. As a consequence, students who fail 
admission to the Technical University or one of the other institutions of higher 
learning can be admitted to a university upon request. This has increased the need 
for additional capacity in universities and other institutions of higher education. 
During 1968-69, the University of Copenhagen had enrolled about 20,000 students 
in space that is designed to accommodate about 8,000 students. 


Planning 

The need for establishing more facilities for university-level education in Den- 
mark was documented by a Planning Committee in its report to the Minister of 
Education in December 1963. The 1962 act of the Folketing authorized the Minister 
of Education to proceed with plans for a medical school at Odense. However, as a 
result of the Planning Committee’s report the Folketing in 1964 passed a law 
establishing a university at Odense with faculties of medicine, arts and science. 

‘Another committee appointed by the Minister of Education in 1962 faced the 

broader question. concerned with the machinery needed for administration of higher 
education and research, and for planning to meet long-range needs for higher 
education in Denmark. Its report led to the establishment in January 1965 of a 
Planning Committee for Higher Education composed of 28 Danish leaders which 
quickly came to be recognized as a high-level committee whose work will have 
considerable importance for higher education in Denmark. The original chairman 
was the former Minister of Education, K. Helveg Petersen, who is now Minister of 
Cultural Affairs. The present chairman is Professor H. Hojgaard Jensen. At the 
same time there was established in the Ministry of Education a planning section 
under the department of higher education and research. The head of the new 
section, Ernst Goldschmidt, a graduate in law of the University of Copenhagen, 
has served in the Ministry of Education since 1954. He is assisted by a staff of five, 
who are trained either in law or economics, except for one man, a former Jesuit 
priest. This section serves in two roles: (1) as the staff for the Planning Committee 
for Higher Education, and (2) as the Ministry of Education staff for higher education 
planning, roles which though not entirely separate are at the same time not totally 
synonymous. 

The Planning Committee anticipates that by 1980 Denmark will have about 
50,000 university students and 27,000 students in other institutions of higher 
education. It has concluded that to meet this need, there should be established 
three other universities, making a total of six and that the University of Copen- 
hagen should be limited to 22,000 to 23,000 students, the University of Aarhus to 
15,000 and the University of Odense to 6,000. Further expansion should take place 
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at the three new universities where programs of higher education other than the 
“traditional Danish university programs — for example, dentistry, pharmacy, and 
“engineering — will be offered. 
Expansion of the University of Copenhagen presents a critical problem due to 
lack of space. Both the faculties in the northern part of Copenhagen. and the 
faculties at the old campus in the center of the city recognize the need to move but 
the selection of a new site involves serious problems. The Minister of Education has 
proposed to the Folketing that the University move to a site of 1,000 acres some 13 
M miles to the west of Copenhagen or to the island of Amager, which is quite close 

to the city. 

Location of the three proposed new universities also presents problems, especially 
with respect to political considerations. The Minister has proposed to the Folketing 
that one of them be located in the city of Roskilde, some 20 miles west of Copen- 


hagen, to limit pressure on the University of Copenhagen. The other two will likely 
be located on the Jutland penninsula, one in the northern part and one in the 


southern part. 


Curricula 
The term “university centers” rather than universities is used by the Planning 
Committee for Higher Education in an attempt to orient the people and particularly 
the Folketing on the idea that the new institutions may not follow the traditional 
lines of organization and curricula found in the University of Copenhagen. As 
pointed out previously, Danish universities provide only the classical offerings 
found in most Continental universities and curricula require up to eight years for 
completion. The Planning Committee believes that consideration should also be 
given in developing the new universities to include some of the subjects presently 


found in institutions of higher learning in Denmark, other than the universities. 
sed which may be completed in less 


| Further, it believes that curricula should be devi 

_ time than is required at the existing universities. It is clear that the Planning 

i Committee sees the new universities as differing considerably from the traditional 
concept of a university of Denmark, The Committee is turning to other countries 
for ideas on planning the new universities. Several members of the Planning 

} Committee and Higher Education Planning Section have studied or examined 
universities in other countries. Through a Ford Foundation grant, five groups of 

| three members each from the Planning Committee and the Planning Section of the 

Ministry of Education visited the United States in 1967, 1968 and 1969. 


L 


| 


i Staffing 
1 Recruitment and training of teachers and researchers for the new universities is 
a major problem. The small population of Denmark (about 4.5 million in 1960) 
plus the fact that the Danish language is not spoken in any other country limits 
Staff recruitment largely to Denmark compared for example with Canada, which 
can recruit from the United States and Great Britain. The Norwegian and Swedish 
| languages are sufficiently like Danish that recruiting in those countries is possible, 

and indeed there have always been professors in Danish universities who are 
ntries. External recruiting does not, however, 
e largely from Danish universities. 


ity teachers, the magnitude 


Natives of other Scandinavian cow 
offer much promise. The faculty will have to come la 
In view of the amount of time required to prepare univers 
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of the problem is evident. Efforts to prepare scientists will be helped by work now 
underway at the universities where about 550 fellowships are already available for 
that purpose. 

As in most Continental universities, the historical pattern in Danish universities 
has been to have a single professor in each discipline with lektors, docentes, and 
persons of other titles assuming much of the teaching. The power of the professors 
is legend. This general pattern prevailed in Denmark until the recent past; however, 
there are two or more professors in most of the disciplines in the universities of 
Copenhagen and Aarhus. The Committee for Administration of Institutions of 
Higher Education has explored the possibilities of alternative patterns of organi- 
zation in the universities and the other institutions of higher education which 
might provide more promise to younger men for promotion, allow greater oppor- 
tunity for achievement for more faculty members, and give the assistant and 
associate professors and the students greater influence in the governing of insti- 
tutions. During 1969, the Ministry of Education received, upon invitation, pro- 
posals for new constitutions from the institutions of higher education which include 
students and other teachers, in addition to professors, in the governing bodies at all 
levels. 

Denmark has long been known around the world for its cooperatives, folk high 
schools, highly developed system of social services and progressive attitudes toward 
affairs that affect the well being of its people. Present planning efforts in higher 
education, if as successful as evidence to date suggests they will be, may very well 
provide a model for other countries to emulate. 
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ANWEILER, OSKAR, Die Sowjetpádagogik in der Welt von heute. Heidel- 
berg: Quelle und Meyer 1968. 203 S. DM 19.50. 


The upsurge of interest in Soviet education all over the world has resulted in a 
plenitude of publications — scholarly and otherwise — in various languages. Those 
who have been following the progress of this literature have more than once been 
in the debt of one of the leading specialists, Oskar Anweiler, Professor of Education, 
University of Bochum. Nothing has as yet appeared to supersede his detailed 
history of education during the early decades of the Soviet Union, or the com- 
prehensive volume of documents, edited jointly with Klaus Meyer and covering the 
period 1917-1961. In addition, O. Anweiler has contributed many journal articles 
and chapters in books edited by others. $ 

The current volume reprints ten essays, some of them in revised form, which 
appeared during 1963-1967 in Bildung und Erziehung, Osteuropa, and other publi- 
cations. This collection, however, has some organic unity in that it presents, very 
frequently on the basis of documentation from Russian-language primary source 
materials, a sequence of topics which deal with aspects of half a century of Soviet 
educational development and thought. Illustrative of the latter are the chapters 
on S. T. Shatskii and A. S. Makarenko. Anweiler correctly calls attention to the 
relationship of Shatskii to Dewey, even if in perhaps too compressed a manner. He 
also places Makarenko within his context that of N. K. Krupskaya, P. P. Blonskü, 
and other Soviet educators. Both Shatskii and Makarenko are considered by 
Anweiler to have been outstanding and influential educational leaders. The former 
“erscheint ... stärker als Krupskaya, bei welcher der pädagogische Kern ihrer 
Ideen von den politisch-ideologischen Krusten überlagert ist, und unmittelbarer als 
Blonski, dem er an unreflektierter Überzeugungskraft überlegen ist, als der eigentliche 
Wahrer des pädagogischen Erbes der russischen Reformbewegung bis weit in Wie 
sowjetische Periode hinein” (p. 30). The Ukrainian Makarenko, according to Anweiler, 
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is recognized not merely in the USSR, but also in non-Soviet countries, as “dey 
bedeutsamste Beitrag Rußlands zum Erziehungsdenken im 20. Jahrhundert” (p. 33). 
In an addendum to this essay, the author takes on the Soviet writers who criticized 
his interpretation of the significance of Makarenko's ideas and work. 

Another chapter makes use of statistical data in a penetrating analysis of the 
interrelationship of educational policy with social structure and change in the 
Soviet Union. This overlaps somewhat, but not obtrusively, with the following 
essay on the origins and revision of Khrushchev's school reform. This recent cycle 
of reform and revision has led to a Stabilisierung evident by the joint decree in 
March, 1966, by the Central Committee of the Communist Party and the Council 
of Ministers, as well as by the decree by the Presidium of the Supreme Soviet 
shortly afterward. The sum total of these Party-Government actions was to undo 
the emphasis on polytechnical training and allied activities. The measures of 1966 
were less “reactionary” in the pedagogical sense than those of 1931-1937. 

The other chapters cannot be discussed in limited space. They are concerned 
with Soviet education in a comparative-international context, the East-West 
competition in education, the varying impact of Soviet education on school systems 
of Eastern Europe, changes in higher educational policy in the Soviet Union, the 
concept of totalitarian education, and the status of research in West Germany on 
East European education. In addition to abundant data and interpretation on 
these themes, Anweiler adds interesting sidelights, such as his mention of an 
intriguing article in 1905 by Kliment A. Timiryazev, professor of botany at the 
University of Moscow, comparing “Academic Freedom" of students in Russian 
and German universities. 

Anweiler's recent volume is a convenient collection of informative papers on the 
past and present of education in the Soviet Union. It adds to our knowledge and to 
his reputation as a scholarly writer in this field. 


WiLLiam W. Brickman, Philadelphia 


Junck, DIETER, ‘Probleme des sozialen Aufstiegs berufstätiger Jugend- 
licher, Ein Beitrag zur empirisch-soziologischen Grundlegung der Bil- 
dungsorganisation”. Göttinger Abhandlungen zur Soziologie. Bd. 13. Stutt- 
gart: Enke 1968. 268 S. DM 35.50. 


Unter den Problemen unseres Bildungswesens gehört das der Benachteiligung von 
Arbeiterkindern beim Besuch weiterführender Schulen zu den am meisten disku- 
tierten Fragen. Man hat viele Wege zur Überwindung dieser Benachteiligung vorge- 
schlagen und z.T. versucht. In Deutschland hoffte man eine Zeitlang vor allem auf 
den sogenannten zweiten Bildungsweg. Durch die vorliegende Untersuchung von 
Dieter Jungk über “Probleme des sozialen Aufstiegs berufstätiger Jugendlicher” 
ist bei der Erforschung von Schülern der Berufsaufbauschulen ein Sektor dieses 
Fragenkomplexes genauer ins Licht gerückt worden. 

In einem brillant geschriebenen Geleitwort hat Chr. v. Ferber verschiedene 
Seiten des Bildungsproblems formuliert: (1) die sozialdeterminierte Benachteiligung 
bestimmter Bevölkerungsgruppen im Bildungssystem z.B. durch die Umstände des 
familiären Ausgangsmilieus oder durch die Fremdheit der Schulanforderungen, vot 
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allem des Bildungskanons der Welt der Arbeiter gegenüber, und (2) die Erwartungen 
an den Zweiten Bildungsweg als Ausgleich für die Mängel des “normalen” Bildungs- 
ganges. Er nimmt in seinem Geleitwort das Resultat der Jungkschen Untersuchung 
vorweg. Die Erwartungen haben sich allgemein, aber auch in Bezug auf die Berufs- 
aufbauschulen zum großen Teil nicht erfüllt, 

Jungk informiert zunächst in einer eingehenden Darstellung über die tatsächlich 
vorhandene Unterrepräsentation der Arbeiterkinder in den weiterführenden Schulen 
und bekräftigt in diesem Zusammenhang noch einmal, daß der regionale Unter- 
schied erst durch die Analyse der sozialstrukturellen Differenzen zwischen den 
Regionen aufschlußreich wird. 

Von diesem Ergebnis her wird die Funktion der Berufsaufbauschule sowohl in 
ihrer Tages- wie ihrer Abendform untersucht. Die wichtigsten Resultate liegen in 
zwei Bereichen und lassen sich als Antworten auf zwei grundlegende Fragen formu- 
lieren: (1) ist — und in welchem Umfang ist die Berufsaufbauschule eine Einrichtung, 
die die bildungsmäßige Benachteiligung von Jugendlichen aus der Arbeiterschicht 
zu korrigieren vermag? (2) Was sind — und wie wirken Beeinflussungsfaktoren für 
den sozialen Aufstieg berufstätiger Jugendlicher ? 

Die Antwort auf die erste Frage lautet bei Jungk: “Die Berufsaufbauschule er- 
füllt ihren sozialen Auftrag und verdient die Bezeichnung 'Instrument des sozialen 
Aufstiegs' nur insofern, als sie der Fórderung berufstátiger Jugendlicher aus der 
Arbeiterschicht dient". Soweit es die Kinder aus Arbeiterfamilien angeht, kann die 
Frage also nicht rundweg verneint werden. Dennoch zeigt die Untersuchung, daß 
sich beim Besuch der Berufsaufbauschule die gleichen hindernden Mechanismen 
geltend machen, die schon beim Besuch der Elementarschule zu beobachten sind, 
Deswegen wird die Korrekturfunktion doch nur in einem sehr kleinen und in einem 
-an den Erwartungen gemessen — unzulänglichen Ausmaß erfüllt. Dagegen hat die 
Berufsaufbauschule offensichtlich noch eine ganz andere und zunächst nicht er- 
wartete oder erhoffte Funktion: “Den Familien anderer Schichten bietet sie da- 
gegen in starkem Maße willkommene und genutzte Gelegenheit, den durch das 
Versagen ihrer Kinder auf weiterführenden allgemeinen Schulen drohenden sozialen 
Abstieg zu verhindern. Die ursprüngliche und ausschließliche Funktion der Berufs- 
aufbauschule, den bislang benachteiligten Schichten die Chance des sozialen Auf- 
stiegs zu geben, ist weitgehend umgeschlagen in die Funktion der sozialen Status- 
sicherung”. (S. 86). 

Die Gründe für das weitgehende Versagen der Berufsaufbauschule in Bezug auf 
die Benachteiligung der Arbeiterkinder und für die Verlagerung der Akzente in der 
Korrekturfunktion lernt man zum Teil aus der Antwort auf die zweite Frage kennen. 
Unter den sogenannten Beeinflussungsfaktoren beim sozialen Aufstieg unterscheidet 
Jungk: personenbezogene, schulbezogene, gesellschaftsbezogene und arbeitsbezoge- 
ne Beeinflussungsfaktoren. Die Analyse dieser Faktoren deckt die Determinanten 
für die unzulängliche Korrekturfunktion und für die Verlagerung im Funktionsbild 
der Berufsaufbauschule auf. 

So haben Arbeiterkinder einen schlechteren Start beim Besuch der Berufsauf- 
bauschule und eine größere Belastung, vor allem in der Abendform dieser Schule. 
Arbeiterkinder sind häufiger gezwungen, die Abendform zu besuchen als die Kinder 
anderer Schichten, weil die ökonomische Lage es ihnen schwer macht, die Tagesform 
der Berufsaufbauschule zu wählen. In der Abendform aber ist die Erfolgschance aus 
'begreiflichen Gründen für alle, besonders aber für die auch arbeitsmäßig belasteten 
Arbeiterkinder geringer als in der Tagesform. In der weiteren Aufstiegshoffnung 


224 BOOK REVIEWS — BUCHBESPRECHUNGEN 


sind die Arbeiterkinder auch unsicherer, weil für sie die Finanzierung des auf die 
Berufsaufbauschule folgenden Studiums problematischer wird. Wie auf anderen 
Schulen besteht auch auf den Berufsaufbauschulen fiir die Arbeiterkinder ein 
größeres Risiko, an den sprachlichen Anforderungen zu scheitern. Sie bedürfen 
größerer Anstrengungen, mit diesen sprachlichen Problemen fertig zu werden als die 
Kinder anderer Schichten, weil diese sprachliche Benachteiligung bereits in dem 
familiären Ausgangsmilieu begründet ist. Die Analyse der arbeitsbezogenen Be- 
einflussungsfaktoren zeigt innerhalb der Jugendlichen eine interessante Differenz. 
Nach den Ergebnissen der Jungkschen Untersuchung sind die Handwerkslehrberufe 
stärker benachteiligt als die Industrielehrberufe. 

Die Berufsaufbauschulen sind also offensichtlich in der vorliegenden Struktur 
nur unzulängliche Korrekturmittel in Bezug auf die Benachteiligung der Arbeiter- 
kinder. Dieses Ergebnis überrascht nicht, wenn man die Wirksamkeit aller der 
Determinanten berücksichtigt, die im gesamten Bildungswesen, in der gesell- 
schaftlichen Ordnung und nun auch in den Berufsaufbauschulen zu beobachten 
sind. Die Bedeutung der Arbeit liegt darin, diesen Zusammenhang exakt analysiert 
zu haben, soweit es die Erforschung eines relativ kleineren Samples erlaubt. 
Methodisch zeichnet sich die Arbeit durch Präzision und Subtilität in der Frage- 
stellung und in den Untersuchungsmitteln aus. Inhaltlich regt sie zu Vergleichen mit 
einschlägigen, hier noch zu wenig berücksichtigten Untersuchungen in der Er- 
wachsenenbildung an, z.B. über die soziale Selbsteinstufung der Arbeiter je nach 
Schulbildung und Bildungsaktivität oder über die Motivationsvielfalt und die Wir- 
kung von Frustrationserlebnissen im Bildungsgang. 

Vor allem jedoch stimuliert die Arbeit zu weiterer Erforschung des Bildungs- 
systems und der in ihm verankerten Benachteiligungen und kann in der Vorsicht 
gegenüber voreiligen Verallgemeinerungen und in der Nähe zu empirischen Be- 
funden vorbildlich genannt werden. 

WILLY STRZELEWICZ, Hannover 


Kyöstıö, O. K., A Study of Teacher Role Expectations. Helsinki: Suo- 
malainen Tiedeakatemia 1968. pp. 246. Fmk. 30. 


The importance of the work of teachers in contemporary technological societies, 
and the way in which social and normative changes in these societies are influ- 
encing teachers, have in recent years stimulated greater interest in analyses of the 
teacher's role. As O. K. Kyóstió notes in this book, one particular use of such 
analyses is in the training of student teachers, who need to have clear notions of 
what is expected of them, both personally and professionally, by the various 
publics with which they will have to deal in the course of their work. With this in 
mind the author undertook studies during the period 1958 to 1962 to answer the 
question: “What is expected of a teacher today, as a human being and as a repre- 
sentative of his profession” (p. 19). The behaviour of teachers in schools did not 
come within the scope of the study, which was centred on expectations, particularly 
those of School Board members, which were compared with the responses of 
teachers, teacher trainees and pupils. 

The eight main chapters of the book occupy 246 pages. The background of the 


study is explained in chapters I to III, and details of the pilot studies are given in 
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Chapter IV. Chapters V, VI and VII deal with the main study, the results of which 
are reviewed in Chapter VIII. There are a number of statistical appendices and a 
bibliography. 

One of O. K. Kyöstiö’s aims in carrying out the work was experimentation with 
methods of attitude measurement; several of his students took part in the investi- 
gations, and much of the data was collected by a panel of students from various 
parts of Finland. The views expressed by School Board members tended to confirm 
the multi-dimensionality of role expectation regarding teachers, and it appears 
that six main factors were involved. 

I Ethical behaviour factor 
II Social contact factor 
III Limitation — freedom of action factor 
IV Strictness — tender mindedness 
V External behaviour factor 

VI Social participation factor. 

Part of the observed variation in expectations was explained more frequently by 
age, social class and sex, and the role expectation patterns observed were com- 
paratively uniform, indicating that, for Finland at least, fundamental changes in 
expectations regarding teachers do not come about easily. 

The methodology of the study discussed is reported in great detail, and to some 
extent this must limit the interest of the book for the general reader. There is in 
fact very little discussion of the findings outside the methodological context of the 
research, The non-technical reader may feel that it would have been better to have 
sacrificed a certain amount of statistical sophistication in order that the work 
could be reported earlier. The care exercised in the analysis of the data is, however, 
impressive, and at no point does the author attempt to make judgements and 
generalisations that are not justified by the evidence available. The book will be 
particularly interesting to research workers and students involved in studies of the 
teacher’s role, especially in its treatment of the technical problems encountered in 


data analysis. 
WiLLiam TAYLOR, Bristol 


LE VEUGLE, JEAN, Initiation à l'éducation permanente. Toulouse: 
Edouard Privat 1968. pp. 225. FF 17.40. 


Eine Publikation, die sich selbst als Einführung in die éducation permanente 
deklariert, wird im Bereich der Wissenschaft von der Erwachsenenbildung auf ein 
intensives Interesse treffen, da diese Teildisziplin der Erziehungswissenschaft kaum 
über einführende, grundlegende und den wissenschaftlichen Horizont beschreibende 
Literatur verfügt. Wenn im Sinne Diltheys das ‘‘Abstecken eines neuen Terrains. 
zum Charakteristikum neuer Wissenschaftszweige gemacht wird, so wird jede ini- 
liation dieses Terrain abzustecken haben. Allgemei und grundsátzlich darf wohl 
behauptet werden, daB die wissenschaftliche Beschäftigung mit der Erwachsenen- 
bildung der methodischen und didaktischen à versuche weithin ermangelt, 
daß die diesbezügliche Literatur einerseits beherrscht ist von einer mehr vorder- 
gründig sichtenden und kompilierenden Verfahrensweise und daß sie andererseits 


dort, wo sie sich mit dem Anspruch von Wissenschaftlichkeit verbindet, im Un- 
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bestimmten, Unpräzisen, letztlich im Deklamatorischen verliert. So sicher und 
begründet der Anspruch auf Wissenschaftlichkeit zu belegen und zu beweisen ist, 
schon aus der Weite des Terrains heraus und der Aufmerksamkeit die ihm gilt, so 
wird sich eine Teilsdisziplin der Erziehungswissenschaft nur dann im Gefüge an- 
erkannter und traditioneller Wissenschaften etablieren können, wenn sie es ver- 
steht, sich auch theoretisch zu erläutern. Eine Theorie der Erwachsenenbildung liegt 
bislang nicht vor und kann, recht besehen, auch nicht geschrieben werden, wenn nicht 
verläßliche Kenntnisse über das Lernverhalten, über die Lernmotivationen von der 
Psychologie, wenn nicht das Ausmaß objektiver Bildungsbedürfnisse etwa von 
einer futurologisch angelegten Sozialwissenschaft zuvor zur Verfügung gestellt wur- 
de. Die Eingrenzung der Erziehungswissenschaft und der Psychologie auf jugend- 
liche Selbstdarstellung und jugendgemäße Erziehungs- und Lernverfahren versperrt 
den Blick auf den Erwachsenen. Daß sich Wissenschaft nicht wertfrei, wertneutral, 
gleichsam aseptisch vollzieht, weiß man spätestens seit den beherzten Auseinander- 
setzungen mit Max Weber, andererseits ist gerade der Bereich der Erwachsenen- 
bildung mit weltanschaulichen oder bildungstheoretischen traditionellen Prämissen 
so überlagert, daß es schwer fällt, die jeweils wissenschaftlich relevanten, d.h. 
verifizierbaren Untersuchungen, Beobachtungen und Beschreibungen herauszu- 
destillieren. Diese hier angedeuteten Gesichtspunkte sind bei einer Theorie der 
Erwachsenenbildung zu berücksichtigen. Die Initiation à l'éducation permanente er- 
füllt kaum eine der hier formulierten Forderungen. Die Schrift erweist sich fraglos 
als informativ, sie belehrt zumal den, der der vergleichenden Erziehungswissen- 
schaft im speziellen Bereich der Erwachsenenbildung zugetan ist, sie befindet sich 
aber gleichzeitig so stark in der Abhängigkeit dessen, was man als gebundene Er- 
wachsenenbildung bezeichnen würde, daß ihr Wissenschaftlichkeit nur in einzelnen 
Teilen nachgesagt werden kann. Fraglos — und das belegt bereits die Einleitung — 
verfügt der Verfasser über einen geschärften Blick für jene an der Berufswelt orien- 
tierten Perspektiven, aus denen sich die sogenannten objektiven Bildungsbedürfnis- 
se herleiten, aber letztendlich wird auch einer Pädagogik der Innerlichkeit das Wort 
geredet, die der Tradition eines katholisch geprägten Humanismus zu entstammen 
scheint. Education permanente, vielfach nur als rhetorische Floskel ge- und miß- 
braucht, wird hier im Anschluß an die Enzyklika Populorum progressio wie folgt 
umschrieben: “d'ensemble des moyens mis à la disposition des hommes, quels que 
soient leur âge, leur sexe, leur situation sociale et professionelle, pour qu'ils ne 
cessent, s'ils le veulent de se former et de s'informer en vue d'atteindre le plein 
développement de leurs facultés, en méme temps que leur participation la plus 
efficace au progrés de la société." (S. 21) Ausgehend von solcher Voraus-Setzung, 
die der Verfasser wiederholt “anruft,” beschreibt er ausführlich Mittel, Methoden 
und Institutionen der Erwachsenenbildung in Frankreich. Das mag gewiß im Detail 
lehrreich sein, erreicht indes nicht die Hóhe theoretischer Reflexionen. GewiB, was 
in Wochenendseminaren, in Abendkursen, in Fernunterricht, Radio und Fernsehen 
für die Erwachsenenbildung produziert und geleistet wird, ist an anderer Stelle so 
verläBlich und kompilatorisch gewiB nicht aufeinander geschichtet, aber die Fülle 
neuer, vor allem berufsbezogener Verfahren erfährt weder eine klärende Analyse 
noch eine theoretisch zu nennende Interpretation und Überhóhung. Abgesehen 
davon, bleibt der informatorische Wert unbestritten: Der Leser wird über die 
“Unterstützung des Berufsaufstieges aufgrund des Gesetzes vom 31.7.1959” ebenso 
unterrichtet, wie über die zunächst festzustellende Distanz der Gewerkschaften 
gegenüber jedweder Erwachsenenqualifizierung bis hin zu jenem vernünftigen Ar- 
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rangement der Gewerkschaften mit den objektiven Bildungsbediirfnissen. In der 
Publikation ist des weiteren ebenfalls informativ und historisch gewiB kenntnis- 
reich die Rede von “Duple et Culture,” einer Institution, die sich neben vielfalti- 
gen Aufgaben die Ausbildung der Volksbildner angelegen sein läßt — übrigens in 
Deutschland ein Desiderat der praktischen Erwachsenenbildung —, vom entraîne- 
ment mental und schließlich von den Formen ökonomischer und sozialer Ausbildung. 
Hier erfährt der Leser u.a. einiges über das entrainement mental, was in den ver- 
_ wüssert-popularisierten Darstellungen in Deutschland nicht anzutreffen ist. Was 
indes dieser Vordergrundinformation folgt, ist Ideologie, sind ökonomisch-welt- 
anschauliche Ungereimtheiten, ist letztlich der Nachweis unwissenschaftlichen 
Denkens. Was in diesem Zusammenhang über die Pädagogik des Innenlebens — 
hier vor allem über Personalisation und Sozialisation (Kap. XVIII), über das Thema 
“L'animation notion nouvelle” (Kap. XX), über neue Tendenzen der Erwachsenen- 
bildung (Kap. XXI) mitgeteilt wird, kann nicht anders als unwissenschaftlich und 
bekenntnishaft charakterisiert werden, wobei noch hinzu kommt, daß die Ausein- 
andersetzung mit Konträrpositionen geflissentlich vermieden wird. Ein wichtiges 
Thema wird solchermaßen nur in der Information anvisiert, den Komparatisten 
wird es trotzdem da und dort lehrreich sein; werin Deutschland an der Erwachsenen- 
bildung interessiert ist und, wie der Rezensent, meint, daß man aus ausländischen 
Modellen lernen und eigene Konzeptionen entwickeln kann, sollte das Buch lesen, 
aber es gibt im deutschsprachigen Schrifttum zur Erwachsenenbildung bereits eine 
solche Fülle lyrischer und progressiver Pamphlete, daß man einer Schrift zu einer 
neuhumanistisch verinnerlichten Erwachsenenbildung aus Frankreich eigentlich 
nicht bedarf. In summa: 100 Seiten haben materialen Wert, die restlichen 126 kann 


man getrost und ohne Verlust heraustrennen. 
Joacuim H. Knott, Bochum 


Noan, H. J., (ed. and transl.), “The Economics of Education in the 
USSR”. Praeger Special Studies in the International Economics and 
Development. New York/London: Praeger 1969. pp- 227. £ 6.18.-. 


This is a translation of 24 papers which were presented at a Soviet conference on 
the economics of education in 1964. The Russian version, which appeared in 1966, 
edited by V. A. Zhamin, was the first substantial publication of a newly founded 
Scientific Research Laboratory for Problems of the Economics of Education at the 
Moscow State Pedagogical Institute. The papers fall roughly into three groups: 
(1) observations on the scope and significance of the economics of education; (2) 
reports on work-in-progress attempting to measure the contribution of education 
to the productivity of labour in particular enterprises; and (3) summaries a 
completed research on special aspects of educational planning, such as the optimal 
use of classroom space and the merits of consolidating small schools. To gain a 


Planning in the USSR (1968). 3 raging because it 
The present work is at once encouraging and en: d ie th 
shows that Soviet planners are at long last overcoming their prejudices about the 


228 BOOK REVIEWS — BUCHBESPRECHUNGEN 


application of economic reasoning to spheres other than those of material pro- 
duction, and depressing because they continue to labour under the misapprehension 
that systematic comparisons of costs and outcomes are only appropriate when 
education is geared to economic ends. Soviet economists are, of course, perfectly 
familiar with the idea of educational planning based on forecasts of future man- 
power requirements — indeed, they invented it. Nevertheless, the fact is that tho 
Soviet authorities never allowed vocational objectives to dominate political and 
cultural aims in planning education. Despite the lip-service that was constantly 
paid to manpower planning, neither the scale nor the composition of the Soviet 
educational system was ever seriously designed to achieve detailed manpower 
objectives. In consequence, the art of manpower forecasting is as underdeveloped 
in the Soviet Union as elsewhere, and even the dilemma of square pegs and round 
holes — people with particular skills working in jobs where these skills are not called 
for — has not been avoided there. 

Most of the participants at the Moscow conference praised Strumilin’s path- 
breaking 1925 paper (available in English in the International Economic Association 
volume, The Economics of Education 1966), one of the first to treat education as 
investment and to attempt to measure the relative contribution of schooling and 
on-the-job training to economic growth. The praise is ironic: Strumilin’s work had 
no effect whatever on Soviet planning and was, indeed, completely ignored until he 
himself resurrected it in 1957. Even now, his 1925 study is imitated, not refined. 
Author after author simply repeats Strumilin’s failure to make any allowance for 
the non-educational determinants of productivity differentials, or to discount 
potential output that will only accrue in the future instead of the present. 

As the American translator of this collection points out in his introduction: 
* During the intervening thirty to thirty-five years [1924-1957], a gigantic ex- 
pansion of Soviet education took place, but, as far as the published record shows, 
this was accomplished without the benefit of either ex ante economic speculation 
about the alternative routes that expansion might take or of ex post analysis of the 
routes actually followed” (p. x). Perhaps enough has now been said to suggest that 
the economics of education in the USSR lags far behind developments in the 
subject in the West. This volume must, therefore, be read as an indication of things 
to come - the Soviets have a way of catching up quickly once they make the decision 
to go ahead — rather than as a record of accomplishments to date. 

There seems little point in listing all the 24 papers: many of them are short and 
most of the titles are uninformative. Let us instead mention a few that stand out 
from the others. Zhamin’s paper (ch. 1) reports, first of all, on an enterprise study 
in the manner of Strumilin and then goes on to indicate some of the educational 
problems in the Soviet Union that could benefit from the attention of economists. 
This essay is recommended to those who still think that everything in the Soviet 
Union is carefully planned. A. M. Butenko (ch. 4) reminds us of the necessity to 
count earnings foregone in the costs of education and warns educational planners 
of the disadvantages of narrow vocational education. L. I. Tul’chinski (ch. 6) 
struggles to justify the economics of education as a legitimate field of inquiry, 
suggesting that economics is even more rigidly conceived in the Soviet Union than 

in the West. E. N. Zhil’stov (ch. 9) analyses the determinants of the skill grades of 
operatives in a metal repair shop — the only author in the volume to use modern 
statistical techniques. I. I. Kaplan (ch. 11) studies the impact of education on 
output per worker, making use of such physical indicators of output as “the 
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percentage of norm-fulfilment, the proportion of non-defective output, the rational 
utilization of working time, and the care of tools, instruction and fittings". Several 
other papers (chs. 12-15) apply a similar technique, in each case demonstrating 
merely that education is positively correlated with such physical indicators. V. E. 
Komarov (ch. 17) shows that correspondence and evening schools may not be 
cheaper per graduate than full-time day schools. He notes, however, that costs are 
only half the picture: “we have not yet begun to be able to calculate returns in 
practice”. B. V. Stepanov (ch. 20) gives an account of how manpower forecasts are 
made in the Soviet Union. Finally, there is an interesting study by V. I. Stepaniuk 
on “the use of classroom space in urban schools” (ch. 24). 

H. J. Noah, the editor and translator, is a well-known Sovietologist whose book, 
Financing Soviet Schools (1966), would be a sufficient credential, if credentials were 
needed. Nevertheless, I personally found the translations somewhat too literal for 
my taste; at any rate, they read awkwardly in English. It is a pity, I think, that 
the editor did not add commentaries to the essays, which in a good many cases are 
almost incomprehensible as they stand. Even the editor's introduction, useful as 
it is, is too short to be of much help to the struggling student (see the expanded 
version, however, in Problems of Communism, July-August 1967, and, while we 
are on the subject of useful background reading, N. DeWitt's brilliant critical 
essay, “Educational Planning in the U.S.S.R.”, World Yearbook of Education 1967. 


Educational Planning). 
Marx Braue, London 


Nozuxo, K., Monoszon, E., ZHAMIN, V., SEVERTSEV, V., Educational 
Planning in the USSR. With observations of an IIEP mission to the 
USSR, headed by Raymond Poignant. Paris: Unesco Int. Inst. for Ed. 
Planning (ITEP) 1968. pp. 295. $ 6. 36/-. FF 21. 


Die in englischer und gleichzeitig auch in franzôsischer Sprache erschienene 
Studie ist Teil des vom International Institute for Educational Planning (ITEP) in 
Paris betriebenen Forschungsprogramms zu internationalen Problemen der Bil- 
dungsplanung. Sie besteht aus zwei Teilen: der erste, umfangreichere, ist von einer 
Gruppe sowjetischer Autoren unter Leitung von K. Nozko (Nozhko) verfaßt 


worden, der zweite enthält den Bericht einer internationalen Studienkommission, 


die im Herbst 1965 die Sowjetunion besucht hatte und an Ort und Stelle die hier 
h dadurch auch Textiiberschnei- 


behandelten Probleme weiterverfolgte. Wenn sic d 

dungen ergeben, so ist das Verfahren methodisch trotzdem nicht uninteressant; 
abgesehen von wichtigen sachlichen Ergänzungen lassen sich durch das Prisma 
auslindischer Beobachter auch manche Probleme scharfer beleuchten und vor 
allem unter einen international-vergleichenden Aspekt rücken. 


Die Studie der sowjetischen Autoren gliedert sich — nach einer knappen allge- 
eschreibung des Bildungssystems der 


meinen Einleitung — in zwei Teile: eine B k A 
Sowjetunion (S. 25-78) und eine Darstellung der Verfahren, Ziele und Ergebnisse 
der Planung des Bildungswesens in seinen drei Hauptbereichen: allgemeinbildendes 
Schulwesen — Berufsausbildung — Hoch- und Fachschulwesen. Der Uberblick über 
das sowjetische Bildungssystem (nach dem Stand von 1964, also am Ende der 


Reform-Ara) referiert die allgemein bekannten Tatsachen; die mitgeteilten statisti- 
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schen Daten bleiben gerade dort lückenhaft, wo sie auch für die Probleme der 
Bildungsplanung von Bedeutung sind, wie z.B. über die Zahl der wenig gegliederten 
Landschulen oder die Ausfallquote in den 9. und 10. Klassen der allgemeinbildenden 
Sekundarschule. Auf einem Irrtum oder einer falschen Übersetzung aus dem Rus- 
sischen beruht die Angabe (S. 61), daß im Jahre 1965 72,4 Millionen oder 32 Prozent 
der Bevölkerung der Sowjetunion eine Sekundar- und Hochschulbildung erworben 
habe; in Wirklichkeit bezieht sich diese Zahl auf die Summe aller Personen, die 
eine über die Pflichtschule (früher sieben, jetzt acht Jahre) hinausgehende allge- 
meine oder fachliche Sekundar- oder Hochschulausbildung erworben haben. 

Der informativste Teil der Studie liegt in ihrem zweiten Teil (S. 81-179), der das 
Planungssystem des Bildungswesens beschreibt und dabei im einzelnen die ver- 
schiedenen Methoden zur Ermittlung des Arbeitskräftebedarfs und die daraus 
resultierenden Anforderungen an die verschiedenen Bereiche des Bildungswesens 
beschreibt. Für Fachleute der wissenschaftlichen Bildungsplanung mögen die 
theoretischen Erwägungen zu knapp ausgefallen sein, für den allgemein am sowje- 
tischen Bildungssystem interessierten Leser ergeben sich aber wertvolle Einblicke 
in das praktische Verfahren der Schulentwicklung, der Absolventenberechnung, der 
Einzatzplanung usw. Auch hier hätte man ein stärkeres Eingehen auf die noch 
ungelösten und erst vor kurzem theoretisch und praktisch in Angriff genommenen 
Probleme gewünscht, da sonst leicht der Eindruck entsteht, als ob das sowjetische 
Bildungsplanungssystem ungestört funktioniere. Einige allgemeine Fragen werden 
indessen angedeutet und vor allem in den von Bogdan Suchodolski und Warren 
W. Eason verfaßten Kapiteln der Studienkommission (S. 239-254, 255-278) auf- 
gegriffen, so etwa die Frage nach möglichen Kollisionen des “manpower approach” 
mit dem “demand approach” in der Bildungsplanung, die sich in der Vergangenheit 
für die Sowjetunion kaum stellte, künftig aber zweifellos an Bedeutung gewinnen 
dürfte. Den folgenden Schlußsätzen in dem Kapitel von Eason wird auch der 
kritische Beobachter zustimmen: “The enormous merit of the Soviet planning 
system, from the methodological and practical point of view, is to have clearly 
envisaged, as far back as 1928, the problem of providing skilled and highly qualified 
manpower for all sectors of economic and cultural activity and to have made 
unceasing progress in the search for the most rational solutions ... Soviet me- 
thodology does not claim to be a simple mechanism which can infallibly solve all 
the problems of adjusting specialist training to the fluctuating requirements of a 
constantly changing economy but, on the contrary, an extremely complex under- 
taking calling for the constant improvement of methods” (S. 278). 

Bedauerlich ist, daß die beigefügte Bibliographie einschlägiger sowjetischer 
Literatur lediglich die Titel in der englischen Übersetzung und nicht im russischen 
Original bringt, was ein Auffinden erschwert, wenn nicht verhindert. Es sollte 
ferner ebenfalls zur Gewohnheit wissenschaftlicher Literatur auf dem Gebiet der 
international-vergleichenden pädagogischen Forschung werden, daß die wichtigsten 
einheimischen Begriffe und Bezeichnungen neben der verwendeten Übersetzung 
mindestens an einer Stelle genannt werden, um auf diese Weise mögliche Unklar- 
heiten zu verhindern und eine größere Genauigkeit zu erreichen. 


Oskar ANWEILER, Bochum 
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OECD, Development and Economy in Educational Building in Greece, 
“Portugal, Spain, Turkey and Yugoslavia. Paris: OECD 1968. pp. 134, 
DM 8.30. 


Diese OECD-Publikation ist ein Bericht iiber die Ergebnisse eines in den Ländern 
Griechenland, Portugal, Spanien, Türkei und Jugoslawien durchgeführten zwei- 
- jährigen Forschungsprojektes (DEED-Projekt) mit dem Ziel Lósungen für die 
funktionellen, technischen, finanziellen und organisatorischen Probleme der Schul- 
bauplanung aufzuzeigen, die sich im Rahmen des Ausbaus der nationalen Bildungs- 
systeme stellen. 

1966 wurde von der OECD die Schrift “School Building Resources and Their 
Effective Use” *) vorgelegt, in der die wesentlichsten Fragestellungen und Lösungs- 
ansátze einer rationalen Schulplanung, soweit sie nicht auf die spezifische Situation 
der am DEED-Projekt beteiligten Länder beschränkt sind, vorab in generalisierter 
Form behandelt wurden. 

Da die generelle Studie und der spezielle Bericht in engem Zusammenhang 
stehen, die Problem- und Lésungssicht einheitlich ist und damit häufige Wieder- 
holungen und Verweisungen notwendig wurden, empfiehlt es sich, beide OECD- 
Publikationen nebeneinander zu lesen. Die bewährte Federführung für beide 
Berichte lag bei Guy Oddie vom U.K. Department of Education and Science in 
seiner Eigenschaft als OECD-Consulant, assistiert von David McDowall aus dem 
gleichen Department. 

Der Forschungsbericht gliedert sich in einen “Einführenden Teil” (Projektur- 
sprung, -ziele, -umfang, Zusammensetzung der nationalen Forschungsteams und 
Forschungsmethoden), einen Abschnitt “Qualitätsstandards” (Standards der 
Leistungsbeschreibung, Raum-Zeit-Nutzungsmodelle), einen Abschnitt “Kosten” 
(Analyse der bestehenden Kostenunterschiede, die Bedeutung eines adáquaten 
Abrechnungssystems, Bruttofläche als Kostenkomponente, flächenbezogene Ko- 
sten, kostenanalytische Probleme, Kosten pro Schiilerplatz, Kostenindex-Fragen, 
Ausgaben-Prognose) und in einen Abschnitt “Planungsdurchfiihrung”, in dem alle 
jene Faktoren behandelt werden, die heterogen, aber doch von Einfluß auf das 
Planungsergebnis sind (Bildungspolitik, Standort- und Prioritätsplanung, stufen- 
weiser Ausbau, Interessenkoordination, Finanzierung, Vorfertigung, Ausbildungs- 
erfordernisse, internationale Kooperation). 

Der statistische Annex enthält u.a. aus den am Forschungsprojekt beteiligten 
Ländern Tabellen über Flächenanalysen typischer Schulen, Minimal-Empfehlungen 
für pädagogisch nutzbare Flächen, Maximal-Empfehlungen für Bruttoflächen, 
Aufstellungen über faktische und empfohlene Kosten pro Schülerplatz. 

Die wichtigsten Ergebnisse: N 

Die qualitativen und quantitativen Standards (Raumbedarf, Heizung, Belich- 
tung, Belüftung, Betriebseinrichtungen) sind in den einzelnen Ländern, wie zu 
erwarten, unterschiedlich; diese Unterschiede sind aber nur zum Teil sachlich ge- 
rechtfertigt, ein Teil der Disparitäten muß als Beweis ungentigender Beherrschung 
des Mitteleinsatzes angesehen werden. Die Schulbaukosten in den einzelnen Län- 
dern sind nur mit erheblichen Schwierigkeiten analysierbar, Kostenschätzungen nud 
Endabrechnungen zeigen ungerechtfertigte Abweichungen, eine zuverlássige Aus- 
gaben-Projektion ist kaum möglich. Verbesserungen sind hier nur über eine ge- 
änderte “Praxis” der Architekten, der Bauwirtschaft und der Verwaltung zu erwar- 
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ten, schnelle Ergebnisse sind hier nicht und wohl nur über einen gewissen mini- 
steriellen Druck zu erreichen. 

Die wichtigsten Empfehlungen: 

Gefordert werden: eine klare Definition der quantitativen und qualitativen 
Standards; hinsichtlich der Grundflächen Minimumstandards fiir die pädagogisch 
genutzte Fläche, Maximumstandards für die Bruttofläche; Ausgabengrenzen be- 
zogen auf die Bruttoflacheneinheit. Unabdingbare Voraussetzung für die Ableitung 
von Ausgabengrenzen ist die Einführung eines Systems der Kostenanalyse, Kosten- 
planung und Kostenkontrolle, das transparent macht, was warum wieviel kostet 
(funktionelle Kostenstellenrechung — Aufgliederung der Baukosten und Folge- 
kosten nach Bauteilen/Bauelementen). Es ist zu hoffen, daB diese Empfehlungen 
bei der zur Beratung stehenden Revision der deutschen DIN-Kostennormen aus- 
reichend beriicksichtigt werden. 

Aufmerksamkeit verdient die von allen nationalen Forschungsteams hervorge- 
hobene Beurteilung der komplexen Struktur des Schulplanungssektors. Danach ist 
in zunehmendem Maße “die wichtigste und wesentlichste Voraussetzung” einer 
rationalen Schulplanung eine nicht lediglich sporadische, sondern kontinuierliche 
interdisziplinäre Teamarbeit, die Koordination aller am System beteiligten Auf- 
gabenträger (Planung, Produktion, Verwaltung, Benutzer). Wenn die: Allokation 
der Ressourcen im Schulbausektor so wesentlich von einer wirksamen Struk- 
turierung der Institutionen abhängt, wäre zu empfehlen, daß das OECD-Komitee 
in Weiterführung der bisherigen Arbeit diesen Aspekt noch einmal gesondert auf- 
greift, um ein Modell für eine optimale Systemstruktur zu erarbeiten. 

Viele Anregungen, methodische und organisatorische Lösungsvorschläge aus 
diesem OECD-Bericht und der vorausgehenden Oddie-Studie sind in der Ende 


April 1969 von der Bildungskommission des Deutschen Bildungsrates der ' 


Offentlichkeit vorgelegten “Empfehlung zum Schulbau” eingegangen. Deshalb 
kann die Lektiire beider OECD-Berichte allen Fachleuten, die sich mit den “Emp- 


fehlungen” beschäftigen, zum tieferen Verständnis des theoretischen Fundaments 


der in den Empfehlungen zum Ausdruck kommenden Tendenzen im Schulplanungs- 
bereich nicht dringend genug empfohlen werden. 
ANDREAS Fuchs, Berlin 


*) Deutsche Übersetzung: ODDIE, Guy, “Wirtschaftlichkeit im Schulbau”, in: 
Studien und Berichte ro. Berlin: Institut für Bildungsforschung in der Max-Planck- 
Gesellschaft 1968, besprochen in dieser Zeitschrift Bd. XV, 1969, 3, S. 372-73. 


OECD, Education, Human Resources, and Development in Argentina. 
Paris: QECD 1967. (English version). pp. 465. $ 9. 52/6. DM 29.50. 


Continuando sus actividades en el campo del planeamiento educativo, la OECD 
envió una misión a la Argentina que trabajó alrededor de quince mses, en cola- 
boración con personal del Consejo Nacional de Desarrollo, y produjo este importante 
informe que servirá de fértil cantera para quienes trabajen en el futuro en los temas 
de recursos humanos y educación. La misión, integrada por Daniel Blot, Ignace 
Hecquet, Jean-Pierre Jallade, y presidida por Louis Emmerij, es responsable de las 
ediciones francesa e inglesa del informe que aqui comentamos. El equipo argentino 
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del CONADE publicé en 1968 la edicién española, que difiere en algunos aspectos 
de este informe de la OECD. 

El trabajo tiene el gran mérito de ser el primero en Argentina que organiza e 
integra en una unidad coherente la informaciön relativa al sistema educacional y a 
los recursos humanos del país, además de proporcionar mucha información nueva. 
Quizás las partes más útiles del estudio sean los detallados análisis del sistema 
educativo y de la situación respecto de los recursos humanos. En cuanto al intento 
de prever necesidades de recursos humanos para 1980 y de traducirlos en requeri- 
mientos educativos, su valor principal reside en que, dentro del marco del desarrollo 
económico, se han logrado hacer explícitas numerosas consideraciones que necesitan 
un cuidadoso debate por quienes se interesen en el futuro desarrollo de la educación 
en la Argentina. Pero, ciertamente, los resultados de esta exploración en el futuro 
no pueden tomarse como un plan educacional. Los mismos autores definen su 
trabajo, con racional precaución, como “un documento para el planeamiento”. 

Esa advertencia de los autores es importante, pues el trabajo se centra y limita 


“a la esfera económica y la producción y absorción de recursos humanos para esa 
„actividad. Y el planeamiento de la educación precisa la concurrencia e integración 


de estudios referentes a otras esferas para programar e implementar las acciones de 
acuerdo con la multifuncionalidad del sistema educativo, que supone pero obvia- 
mente no se agota en la formación de agentes para la producción económica. 
Los autores tropezaron con serias limitaciones de información a las que han de 
atribuirse gran parte de las insuficiencias y fallas del trabajo. Datos incompletos y 
en muchos casos de dudosa exactitud les llevaron a adoptar numerosas hipótesis 
para cada etapa del ejercicio de proyección. Esto es ineludible en la preparación de 
proyecciones a largo plazo, pero en este caso tenemos dudas sobre la plausibilidad 
de algunas de ellas. 

Creemos que será necesario continuar la elaboración tanto de los datos como de 
las hipótesis de trabajo antes de llegar a un plan que pueda servir de guía para el 
futuro desarrollo del sistema educativo del país. 

El informe se divide en cuatro partes: los objetivos del trabajo; el estudio del 
sistema educativo y la proyección de la población escolar a 1980; el estudio de los 
recursos humanos y su proyección en términos de ocupación y educación a 1980; 


.. Y finalmente la comparación de ambas proyecciones con las conclusiones que de 


ella se derivan. 
La primera parte, introductoria, se refiere a los objetivos del estudio, que se 
enuncian como un intento de determinar las perspectivas del sistema educacional 
el problema 


argentino para los próximos quince años. Se aclara que el trabajo enfoca el pro 
del planeamiento de la educación desde tres ángulos: la eficacia interna del sistema, 
la eficacia externa y la utilización de los productos del sistema, destacando el 
valor que se asigna a los objetivos sociales y a los aspectos cualitativos. Se subraya 
asimismo la preocupación por evitar una consideración estrecha. de la educación 
Y a percibirla a la luz de las aspiraciones y perspectivas económicas y sociales del 
país. | 
La segunda parte, capítulos I a X, describe el sistema de educación en Argentina 
hasta el afio 1963. Se analizan los objetivos y estructura del si tema, los tres niveles 
de educación, las disparidades regionales, el personal docente, las instalaciones, la 
educación para-sistemática e informal, costos y financiamiento y algunos problemas 
de carácter general. 


Esta segunda parte del trabajo es particularmente importante. Se destacan muy 
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claramente los aspectos positivos y los puntos criticos del sistema. Entre los pri- 
meros, la generalización de la educación primaria, el rápido crecimiento de la 
matrícula, la alta tasa de matriculación entre los 6 y 12 años y la equilibrada 
distribución entre varones y mujeres (exceptuando la educación superior donde 
las mujeres constituyen sólo un j del total). Entre los puntos críticos se muestra la 
alta tasa de deserción en todos los niveles, el desgranamiento, la repetición, el 
desequilibrio en la distribución de la matrícula en las diferentes modalidades de la 
educación media y universitaria. 

La información proporcionada con respecto a la educación de nivel medio y 
universitario es de gran valor, aunque creemos menester señalar algunas fallas, 
Consideramos, por ejemplo, que no corresponde atribuir mayor significación, para 
interpretar la disminución relativa de la matrícula en la escuela media, a la rein- 
troducción del examen de ingreso en algunas modalidades de ese nivel, pues el 
examen tiene un sentido distributivo más que selectivo. 

Cabría destacar también con mayor claridad que, a pesar del crecimiento de la 
matrícula de ese nivel, su escaso volumen relativo hace que el ciclo medio sea 
cuello de botella del sistema. Asimismo, habría que señalar para la cabal compren- 
sión del sistema y la aparente disfuncionalidad del volumen de la matrícula de la 
escuela normal, la preponderancia del carácter de educación general más que 
profesional que reviste, por la histórica articulación concurrente de la demanda 
social y la oferta. 

Las insuficiencias más importantes, empero, aparecen en relación con la modali- 
dad técnica y profesional, aún teniendo en cuenta las dificultades derivadas de la 
escasez y poca confiabilidad de los datos. La descripción de la modalidad se basa en 
datos de dos autoridades educativas (Ministerio de Educación-CONET y Ministerio 
del Trabajo), cuya matrícula representa aproximadamente un 85% del volumen 
total, razón por la cual la realidad aparece distorsionada. La rama técnica-industrial 
se describe en forma incompleta y se subestima además su tasa de rendimiento. 
Esto último a causa de la inclusión en la categoría de las escuelas fábrica y de per- 
feccionamiento obrero, establecimientos no equiparables con los técnico-industria- 
les. Y el capítulo finaliza con una descripción incompleta y poco elaborada de la 
rama Profesional. Esta parte del trabajo de diagnóstico resulta así particularmente 
débil. Por dos razones principales es de lamentar esta circunstancia. En primer 
término porque la educación técnica de nivel medio es punto de especial relevancia 
en los estudios de recursos humanos de los países en desarrollo y, además, porque 
en este caso particular la estimación del volumen global previsto de la matrícula y 
egresos de todo el nivel medio de la enseñanza se realiza por residuo sobre los datos 
de esa modalidad. Con respecto a la educación universitaria, aunque admitimosflas 
dificultades que la falta de datos acarreó a los autores, creemos que la imagen 
proporcionada y las estimaciones efectuadas no son suficientemente realistas. El 
rendimiento efectivo del nivel se encuentra subestimado, principalmente por no 
haber logrado corregir la matrícula bruta que las estadísticas existentes ofrecían. 
En efecto, el abultado volumen de los “alumnos fantasmas” (como se denominan 
en el mismo informe a aquellos que no son estudiantes reales sino que ünicamente 
realizan el acto formal de inscribirse) y asimismo de aquéllos que se inscriben en 
varias facultades, distorsiona tanto el diagnóstico como la evaluación del ren- 
dimiento y previsiones futuras. 

Estimamos altamente pertinentes y adecuadas las consideraciones respecto de 

los puntos necesarios de concentración de esfuerzos. Particularmente las relativas 


un 
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a la focalización sobre el logro de una más alta y generalizada tasa de retención, a 
los necesarios cambios de estructura y ajuste de la educación técnica y sobre todo 
profesional, a la elevación del nivel de la escuela normal, a aumentar la flexibilidad 
interna del sistema y al establecimiento de carreras cortas y títulos intermedios en 
el nivel medio y sobre todo en el universitario. 

Los capítulos XI al XVI, se destinan a un ejercicio de proyección autónoma de 
la matrícula en los tres niveles de la enseñanza de 1960 a 1980. Se propone brindar 
información sobre el volumen estimado de la matrícula — por niveles — y una estima- 
ción de la magnitud de la oferta de personal calificado. 

Las estimaciones se apoyan sobre ciertos supuestos sostenidos por los autores 
que consideramos, por lo menos, muy discutibles. Creemos, por ejemplo, altamente 
improbable que las estimaciones respecto del volumen de la matrícula y magnitud 
de la oferta de nivel medio puedan ser medianamente confiables, La dimensión 
prevista para la educación secundaria se calculó por residuo respecto de la enseñanza 
técnico-industrial y profesional. Difícilmente tal cálculo se aproxime a la realidad. 
En primer término, por la señalada debilidad del diagnóstico de la modalidad 
técnica y además porque muy presumiblemente se mantendrá de manera sostenida 
la demanda social de educación secundaria de carácter general, 

Pasemos ahora a la sección del informe que trata de los recursos humanos y sus 
necesidades futuras: Parte III, capítulos XVII a XXV. En esta oportunidad la 
metodología de la OECD ha sido utilizada con mas sutileza que en ocasiones ante- 
riores, gracias al fruto de la experiencia recogida en los países mediterráneos. 
Entre otras cosas, debe notarse el gran uso que se hace de comparaciones inter- 
nacionales para ayudar a establecer pautas. 

A fin de obtener un punto de partida, se analizó una muestra del 20% de todas 
las boletas del censo de población de 1960, por sector económico, ocupación y nivel 
educativo alcanzado. A pesar de las limitaciones inherentes a los datos de un censo 
de población, ha surgido una gran cantidad de información de enorme interés, que 
hal permitido realizar un análisis valioso sobre algunas peculiaridades de nuestra 
mano de obra. Esta es probablemente una de las secciones más valiosas del informe, 

Quizás la observación más reveladora sea que en 1960 un 35% de la fuerza de 
trabajo total de la Argentina no había recibido más de tres o cuatro años de educa- 
ción primaria, incluyendo en esa cifra un 7% de analfabetos sin instrucción alguna. 
Por suerte, el análisis muestra que las generaciones más jóvenes están mejor 
educadas; esta característica se encontró en todas las categorías ocupacionales. 

Los recursos humanos de alto nivel resultaban mal distribuidos y mal utilizados; 
había abundantes médicos, dentistas y abogados y relativamente pocos profesio- 
nales con formación en ciencias e ingeniería; a su vez estos últimos estaban por 
utilizados por la industria. La relación técnicos a tecnólogos es mas bien baja 
para el total de la industria. El nivel educativo de los gerentes y administradores 
era bajo, pues casi el 80% no había completado su escuela secundaria, y sólo un 
3,6%, había completado la enseñanza universitaria. Estas apreciaciones reposan 
en comparaciones internacionales y muestran que 
bastante terreno hasta llegar a los niveles educativo: 
moderna. À 

Analizando la estructura educacional por grupos de edades, el informe concluye 
que ha habido un deterioro en la eficiencia de la educación para todos los niveles 


salvo el primario, pues se encontraron en las edades más jóvenes porcentajes ann 
más altos de gente que declara no haber completado sus estudios. Este es un punto 


Ja Argentina ha de recorrer aún 
s propios de una sociedad 
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sobre el cual se requiere un poco más de estudio, pues aquí es donde un error inten 
cionado en la declaración del nivel educativo se haría sentir más fuertemente. Hay 
una gran tentación para el hombre mayor de 40 años de declarar que en efecto ha 
terminado sus estudios secundarios o universitarios cuando en realidad no lo ha 
hecho. 

Consideremos ahora la proyección de recursos humanos para 1980, que se basa 
en las necesidades previstas de la economía para esa fecha. En la época en que se 
realizó el estudio no existían proyecciones oficiales a largo plazo del producto. El 
grupo de trabajo debió preparar las propias, con ayuda del personal del CONADE, 
y estudió tres hipótesis diferentes adoptando finalmente la que arrojaba valores 
más altos. Esta no es, por consiguiente, una proyección oficial ni el resultado de un 
plan de desarrollo. Es meramente una hipótesis de trabajo, una meta, en torno a la 
cual se han elaborado las proyecciones ocupacionales y el estudio de requerimientos 
educativos. Es necesario, por lo tanto, examinarla muy de cerca para ver qué 
perspectivas hay de que el desarrollo económico argentino pueda cumplir con esas 
pautas. 

Esa hipótesis presume un crecimiento del 5,2% por año entre 1964 y 1980. Se 
prevé que en 1980 el producto de la industria manufacturera será un 43,2% del 
producto total. Esta cifra parece demasiado alta cuando se la compara con 28% 
para los Estados Unidos, 35,3% para el Reino Unido y 36,8% para Francia. Es 
dudoso que el mercado interno y los incipientes mercados externos puedan desar- 
rollarse lo suficientemente como para permitir este enorme crecimiento relativo de 
la industria. Existirá también una tendencia a rebajar los precios relativos de la 
industria al aumentar la eficiencia de la misma, lo que frenará algo un aumento de 
la proporción en que participa la industria manufacturera en el producto total de 
la economía. Es difícil creer, por consiguiente, que puedan llegar a cumplirse las 
cifras de la hipótesis de trabajo. 

Para estimar el empleo en cada actividad económica para 1980 se tomó el total 
de la fuerza de trabajo para 1980 y se dedujo un 3% en concepto de desempleo 
friccional, adoptando el resultado como objetivo de empleo para ese año. De las 
cifras del producto y el empleo para 1980 surge por simple división la meta de la 
productividad total para ese año. Conocidos el producto, el empleo y la productivi- 
dad totales, y el producto por sector, los valores del empleo y la productividad para 
cada sector se han armado como un delicado rompecabezas, tratando de adoptar, 
en cada caso, hipótesis que arrojen valores consistentes y razonables. No deja de 
ser todo ello un ordenado juego de adivinanzas; pero es difícil saber qué otra cosa 
hubiera podido hacerse en vista de la pobreza de datos. Las metas resultantes de 
empleo en cada uno de los sectores, por lo tanto, resultan ser estimaciones algo 
burdas. 

Un examen del empleo en cada uno de los sectores para 1980 refuerza las dudas 
que ya hemos expresado más arriba, al tratar de las proyecciones del producto, en 
cuanto a la credibilidad de todo el ejercicio. Se calcula que para 1980 un 31% del 
empleo total estará en la industria manufacturera. Esta cifra parece ser demasiado 
elavada en comparación con cifras similares de otros países. Es muy difícil escapar 
la conclusión de que la mayor parte del crecimiento de la fuerza de trabajo hasta 
1980 irá al sector de los servicios, como en otros países, pese a la declaración de los 

autores (pag. 337): “que en los servicios hemos proyectado una muy pequeña tasa 
de aumento del empleo, debido al peso muy alto de este sector en estos momentos, 


pe 
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a la reorganización que va a ser necesaria en los servicios del gobierno, y a la pro- 
bable disminución en los servicios personales". 

Para establecer la estructura ocupacional para 1980 en cada sector de la econo- 
mía, los autores han tropezado con grandes problemas ante la falta de datos con- 
fiables sobre la estructura ocupacional en empresas, organismos y unidades econó- 
micas. No fue posible estudiar la conexión de la productividad con la estructura 
ocupacional al nivel de la empresa. Se pudieron realizar algunos análisis de regresión 
de alcance limitado con datos de varios países, pero para la Argentina no existían 
series que permitieran proyecciones propias para el país. Por consiguiente, la esti- 
mación de la estructura ocupacional para cada sector se basa en elementos de juicio 
escasos y poco firmes, interviniendo fuertemente el juicio y el buen sentido de los 
autores. 

En general estamos de acuerdo con la mayor parte de los criterios que se han 
seguido, aunque consideramos que en algunos casos parecen un tanto elevados los 
objetivos en cuanto a la proporción de recursos humanos de alto nivel que serfan 
requeridos por varios de los sectores. 

Es de esperar que futuros estudios de este tipo puedan utilizar elementos de 
juicio más firmes. Para ello será necesario contar con los resultados de censos 
industriales y con información detallada sobre la estructura ocupacional de las 
empresas, organizaciones y unidades económicas más adelantadas dentro de cada 
sector, que puedan servir de pautas para la futura evolución ocupacional del sector. 

El paso de la estructura ocupacional a la estructura educacional presenta grandes 
dificultades metodológicas, que los autores han tratado de eludir en parte mediante 
un procedimiento indirecto. Fijan objetivos plausibles para la estructura educativa 
de los nuevos entrantes, Para ello adoptan la hipótesis de trabajo que el perfil 
educativo de los nuevos entrantes debe ser, como mínimo, igual al de los grupos de 
edad mejor educados en la misma ocupación en 1960. Esta es una hipótesis conser- 
vadora que ciertamente puede ser aceptada y, que en algunos casos, particularmente 
en el de los empleados de oficina y los vendedores, ha sido modificada. Los criterios 
adoptados para cada categoría ocupacional podrían ser objeto de discusiones muy 
fructíferas, y debe notarse que el empleo de criterios diferentes afectaría mucho 
las proyecciones de requerimientos educacionales. El paso siguiente es la cuantifi- 
cacién de porcentajes de estructura educativa para sobrevivientes y para nuevos 


entrantes, sumändose las cifras absolutas que corresponden, y sacando asi los 


porcentajes que dan la estructura educacional en 1980. Pero las necesidades educa- 
tivas quedan fijadas por los objetivos que se han asignado a la estructura educativa 


de los nuevos entrantes. 

En esta etapa del ejercicio, como en las anteriores, los resultados de las proyec- 
ciones dependen crucialmente del juicio de los autores, debido a la escasez de infor- 
mación y a la incertidumbre propia de toda proyección a largo plazo. Uno de los 
aspectos más difíciles es el de la. formación profesional yla capacitación extraesco- 
lar; aquí sólo ha sido posible dar pautas muy generales, y ciertamente es de esperar 
que se investigue el tema con detenimiento en el futuro, dada su importancia para. 
€l desarrollo industrial del país. d 

A continuación, se convierte los requerimientos en flujos educativos, encontrando 


que resulta necesario postular una apreciable mejora en la eficiencia del ele 
mediante un acortamiento de la longitud de los estudios y una disminución de las 
borada con gran lujo de detalles, 


tasas de deserción. Esta parte del informe está ela 
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y da los elementos finales para el contraste con las proyecciones del producto del 
sistema educativo ya estimadas en la primera parte. 

Dicho contraste junto con observaciones sobre la eficiencia de la educacién, 
forman la cuarta parte del trabajo, Cap. XXVI y XXVII. Las conclusiones que 
surgen dependen de los resultados de los ejercicios de proyección, con los cuales ya 
hemos expresado nuestro desacuerdo. Sería por lo tanto inútil realizar comentarios 
sobre ellas; pero el tipo de análisis que se realiza puede servir de buen ejemplo para 
futuros trabajos. Juzgamos de mucho interés las sugerencias sobre temas de 
investigación contenidos en el capítulo final. 

No obstante las observaciones formuladas, se trata de un informe pionero, de 
gran valor por los numerosos datos que ofrece y su ejemplo metodológico. La 
OECD merece nuestras felicitaciones por el importante trabajo cumplido. 


GILDA L. DE ROMERO BREST y ALBERTO ARÁOZ, Buenos Aires 


OECD, Educational Policy and Planning: Austria. Paris: OECD 1968. 
pp. 434. DM 20. 


Der vorliegende Band faßt österreichische Untersuchungsergebnisse zum Projekt 
“Planung und Investition auf dem Gebiet des Erziehungswesens” (Educational In- 
vestment and Planning Programme: EIP) der “Organisation für wirtschaftliche 
Zusammenarbeit und Entwicklung” (OECD) zusammen. Aus dem reichhaltigen 
Themenkatalog, den das Direktorat für wissenschaftliche Angelegenheiten der 
OECD im Jahre 1963 zusammengestellt hat (Dokument DAS/EIP/63.4 vom 
9.1.1963), hat die österreichische Arbeitsgruppe charakteristischerweise nur das 
quantitative Problem aufgegriffen, welche personelle und materielle Expansion im 
Schulwesen erforderlich sein dürfte, um den bis 1975 vorausgeschätzten Bedarf an 
qualifizierten Arbeitskräften decken zu können. Die mindestens ebenso wichtigen 
qualitativen Probleme des österreichischen Schulwesens werden nicht behandelt. 
Die vorliegende Studie beschränkt sich vielmehr auf einige ökonomische Aspekte 
des Schulwesens und dringt über die Zusammenstellung statistischer Übersichten 
nicht zu erziehungswissenschaftlichen Problemen vor. Es handelt sich um eine 
typische “Regierungs-” oder “Ministeriums-Studie’’, die dem Leser Informationen 
über die tatsächliche Effizienz und die qualitativen Schwächen des österreichischen 
Schulwesens vorenthält und deshalb auch nicht zu Reformen inspirieren kann. Es 
ist bezeichnend, daß die Leitung und Durchführung des Projektes völlig in den 
Händen von Beamten des Bundesministeriums für Unterricht lag und kein Hoch- 
schullehrer daran beteiligt gewesen ist. 

Der Bericht enthält im 1. Kapitel eine Darstellung des österreichischen Schul- 
systems. Im 2. Kapitel wird eine Vorausschätzung des Schülerdurchlaufs durch 
dieses System bis 1975 versucht. Das 3. Kapitel ist Schätzungen über den Arbeits- 
kräftebedarf bis 1980 gewidmet (manpower approach). Im 4. Kapitel wird der zu 
erwartende Andrang in weiterführende Schulen bis 1975 behandelt (social demand 
approach). Im 5. Kapitel wird das Problem der materiellen und personellen Voraus- 
setzungen erörtert, die gesichert werden müssen, um den bis 1975 zu erwartenden 
Schülerzahlen gewachsen zu sein (Schulbauten, Lehrpersonal, Finanzierung). Im 

6. Kapitel werden nach einem Vergleich mit anderen OECD-Staaten (Belgien, 
Frankreich, den Niederlanden, Schweden) einige schulpolitische Folgerungen für 
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Osterreich gezogen. Der Text wird durch rund 200 Tabellen und zahlreiche graphi- 
sche Darstellungen ergänzt. 

Wir haben es hier mit interessantem Rohmaterial für vergleichende Studien über 
die ökonomischen Aspekte des Schulwesens zu tun. Kritischen Benutzern, die sich 
dieser Grenzen bewußt sind, wird es nützliche Information bieten können. 


WOLFGANG BREZINKA, Konstanz 


OECD, Problemas de planificacién de recursos humanos en América 
Latina y en el proyecto regional mediterrdneo. Paris: OECD 1967. (Spanish 
version). pp. 320. DM 14. 25/-."$ 4.20. 


Este libro contiene material relacionado con el seminario organizado por la 
OECD en Marzo de 1965, en Lima, en el que se discutié la aplicabilidad de la 
metodologia de planeamiento de recursos humanos empleada en el Proyecto 
Regional Mediterraneo, a los paises de América Latina. El texto incluye las siguien- 
tes partes fundamentales: un resumen general de las discusiones del Seminario, 
preparado por M. Debeauvais; los resúmenes de las discusiones de los tres grupos de 
trabajo dedicados a evaluar la experiencia en materia de planificación de los 
recursos humanos y de la educación, en América Latina — El Grupo N° 1 estaba 
compuesto por M. Halty Carrere y H. S. Parnes, el Grupo N° 2 por Victor Urquidi 
y L. Emmerij, y el Grupo N°3 por R. Cibotti y C. Malpica; cuatro documentos 
básicos preparados por los siguientes especialistas latinoamericanos: V. Urquidi, 
C. Malpica, A. Sánchez Crespo y Zigmund Slawinsky; tres documentos preparados 
por la OECD y relacionados con la experiencia del Proyecto Regional Mediterráneo; 
y finalmente, un Anexo Estadístico con información sobre la situación en materia 
de recursos humanos en los países del Proyecto Regional Mediterráneo, en el Perú 
y en la Argentina. 

Es indudable la importancia que tiene la experiencia del Proyecto Regional 
Mediterráneo para todos quienes estén interesados en técnicas de planeamiento 
educacional. La incorporación de métodos de proyección de necesidades de recursos 
humanos a largo plazo, en función de la evolución hacia el futoro de la estructura 
ocupacional, como factor importante en la orientación del planeamiento educacio- 
nal, ha constitutido un verdadero aporte del PMR a esta temática. Por otra parte 
existen una serie de críticas ya bien conocidas a la metodología empleada en dicho 
Proyecto que van desde el rechazo total a emplear conceptos de “recursos hu- 
manos” en planeamiento educacional, a problemas más delimitados tales como la 
dificultad de proyectar la productividad o la estructura ocupacional a 15 años, O 
lo poco claro de la relación entre ocupación y niveles de educación formal para 
numerosas ocupaciones. Tanto en los documentos incluidos en este libro, Za en 
el resumen de las discusiones, aparecen con claridad no sólo las posibilidades de 
aplicación al método del PRM, en buena medida a ibuible en su versión inicial al 
Profesor Parnes, sino también, sus limitaciones. 4 

En la Parte I de la publicación, Michel Debeauvais presenta una síntesis de las 
discusiones generales del Seminario de Lima. La misma estructura los temas y ei 
ideas principales, por lo que esta parte contiene mucho mäs que una simple acta e 
las reuniones, y está dividida en las secciones: Diagnóstico de la situación en 
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materia de recursos humanos; Métodos de proyeccién de largo plazo; y Traduccién 
de las necesidades de recursos humanos en politicas educacionales. La lectura de 
esta parte del libro proporciona excelente informaciön sobre las limitaciones y 
dificultades del método del Proyecto Regional Mediterraneo, asi como sobre sus 
méritos y posibilidades. También se hace hincapié en las diferencias que existen 
entre los países de América Latina y los europeos incluídos en el PRM (que como 
es sabido son España, Grecia, Italia, Portugal, Turquia y Yugoeslavia). Como 
diferencias se mencionan, en el caso de América Latina, el grado aun incipiente de 
la planificaciön general, la falta de planes o metas generales de largo plazo, la 
existencia de economfas duales con diferencias muy marcadas entre los sectores 
moderno y tradicional, las caracterfsticas del crecimiento demogräfico y de las 
migraciones internas, y el grado de retraso del sistema educacional de algunos 
países de la región. De este resumen de las discusiones no surgen otros tipos de 
diferencias entre países, a mi juicio importantes para orientar a los conocedores de 
problemas de planificación educacional, especialmente a los no latinoamericanos, 
En este sentido no se han tenido en cuenta las diferencias que existen entre los 
países de América Latina entre sí, y que tienen importantes implicaciones en 
cuanto a las posibilidades de aplicación del método del PRM. Estas diferencias van 
desde el grado de desarrollo general medido en PBN per cápita — en que existen en 
la región países como Haití y la Argentina con US$ 60.- y US$ 635.— respecti- 
vamente;*) diferencias de tamaño, producción y clima — por ejemplo entre Brasil 
más extenso que los Estados Unidos de Norteamérica y Santo Domingo, que es 
parte de una isla nada grande; diferencias entre países como México, Brasil y 
Argentina, bastante avanzados en su proceso de industrialización, y países como 
Ecuador, en donde casi no hay sector industrial; países con crecimiento demo- 
gráfico explosivo, como México, y países de bajo crecimiento demográfico, como 
es el Uruguay; y otras diferencias igualmente importantes en materia de urbani- 
zación y desarrollo educacional ya alcanzado. En cuanto se tienen en cuenta estas 
diferencias entre países de América Latina no resulta tan simple comparar los 
países de esta región, por un lado, y los del PRM por el otro. Efectuando la com- 
paración en base a una clasificación más cuidadosa de los países de las dos regiones, 
resultaría más bien un “ranking” en el cual habría una intercalación de países de 
ambos continentes. Por ejemplo, parece claro que la Argentina tiene un mayor 
grado de desarrollo general, industrial, urbano y educacional que Grecia, Portugal 
y Turquía. Esta crítica, debemos aclarar, no es desde luego a M. Debeauvais, 
“rapporteur general” del Simposio, sino a la orientación de la discusión que tuvo 
lugar en el mismo, y en donde no se profundizó lo suficiente, respecto a este último 
aspecto de la visión comparativa en cuanto a la naturaleza de las diferencias entre 
países de los dos continentes. i 
En la Parte II del libro se incluyen, entre otros, cinco interesantes trabajos 
sobre aspectos relacionados al planeamiento de los recursos humanos en América 
Latina y en el PRM. El primero, Víctor Urquidi es su autor, se refiere a “Pro- 
blemas en la proyección de los requerimientos de recursos humanos en Latinoamé- 
rica”. Este excelente documento plantea, aparte de problemas metodológicos los 
que se hace referencia en otras partes del libro, algunas cuestiones poco menciona- 
das, pero a mi juicio bastante críticas. Una de ellas es la necesidad de apuntar à 
tasas de crecimiento más elevadas en América Latina que en los países del PRM, 
si es que se quiere disminuir el empleo y subempleo, especialmente en los países de 
mayor crecimiento demográfico de la región. La segunda es el mayor grado de 
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incertidumbre en los pronésticos de crecimiento econémico en América Latina, 
dada la dependencia que existe en los países de la región respecto al comercio 
exterior de relativamente pocos productos y a la asistencia financiera proveniente 
- de fuera del área. La tercera destaca la conveniencia de analizar el sector terciario 

en detalle, dada su importancia en la creación de empleo y las diferencias que 
existen en materia de productividad y aporte a la economía entre diversos tipos de 
servicios. Por fin se hace referencia a la necesidad de seguir la evolución en materia 
de tecnología de la enseñanza de manera de poder aprovechar las reducciones de 
costo que pudieran obtenerse de innovaciones en este campo, asi como la con- 
veniencia de prestar más atención a los sistemas de formación de obreros especiali- 
zados y técnicos, fuera del sistema educacional formal, 

Los trabajos de C. Malpica y A. Sánchez Crespo, comparando los estudios de 
recursos humanos de España (PRM) y Perú, y de Grecia (PRM) y la Argentina, 
constituyen contribuciones valiosas para comprender mejor las dificultades, los 
ajustes y el marco de referencia dentro del cual se plantean los problemas de la 
aplicación de la metodología del Proyecto Regional Mediterráneo, a diversos países. 
El documento preparado por Z. Slawinski presenta información muy valiosa sobre 
la evolución de 1925 a 1960, de la población activa de América Latina por sectores y 
subsectores. También la evolución de la distribución de la población entre áreas 
rurales y urbanas. En algunos casos presenta además información a nivel nacional 
0 para grupos de países. Este análisis histórico de largo plazo permite detectar de 
inmediato las enormes diferencias que existen en materia de empleo, su distribución 
y crecimiento, en los procesos de desarrollo que tienen lugar en este siglo, en relación 
alos que ocurrieron durante los siglos XVIII y XIX. 

Entre los documentos relacionados con el PRM, y para quienes ya conozcan la 
metodología empleada en dicho proyecto, recomendamos leer el trabajo de R. Hol- 
lister: “Una evaluación crítica de los métodos de pronóstico empleados en el 
Proyecto Regional Mediterráneo”. En el mismo se plantean en forma breve y clara 
los problemas y limitaciones de la metodología en cuestión. 

A pesar de que el libro no es de lectura fácil, por contener material heterogéneo 
y por la forma de presentación del mismo, recomendamos mucho su lectura, 
especialmente a quienes estén interesados en planeamiento educacional o de re- 
cursos humanos. 


ENRIQUE OTEIZA, Buenos Aires 


PARTRIDGE, P. H., Society, Schools and Progress in Australia. Oxford: 
Pergamon 1968. pp. 246. 25/—. 


The first section of this book — about one-third of the whole — is taken up with an 
account of the history and organization of Australian education. This is followed by 
a chapter which discusses the main issues of organisation and politics that affect 
primary and secondary education, and three chapters on university, technical and 
adult education, and teacher training. A final lengthy chapter deals with aspects of 
educational administration and the possible outcomes of the Australian system. 


E v 


*) Cifras de “Progreso Socio-Económico en América Latin 
de Progreso Social. T Informe Anual 1967. Banco Interamericano de 
(Cifras correspondientes al año 1966, en dólares de 1963). 


ina. Fondo Fiduciario 
Desarrollo", 
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Professor Partridge is well-known and respected in Australia as a former professor 
of Government at the University of Sydney, and subsequently head of the Research 
School of Social Sciences at the Australian National University. His book reflects 
his academic interests. It is a careful and temperate analysis of the government of 
education in Australia. He concentrates on the way in which public and private 
schooling is run. With considerable discernment he marshalls the arguments and 
viewpoints that may be adopted on the various controversial issues that have arisen 
in this field. 

He gives a sound coverage to topics such as: the relationship of state to non-state 
schools and the possibility and method of government aid to non-state schools; the 
advantages and disadvantages of centralized or decentralized administration; 
federal support for education in a country where the States have the prime responsi- 
bility for education; and the extent to which teachers who are public servants can 
act with some measure of independence. The author brings out the Australian 
experience in matters such as these and writes on them with considerable insight. 
The comparison (p. 83), for example, between the concept of a basic wage and of a 
basic standard of education illuminates much of Australia’s educational history. 

It will certainly be interesting and may also be useful for administrators and 
politicians in other countries with similar problems to study this analysis of the 
organization of Australian education. Patterns of organization and the various 
associated statistics, however, would be much easier to follow, and to refer to, if the 
book had been more generously provided with tables, figures, and maps. There is 
but one table in the whole book, 

The heart of the educational process is to be found in the study of the way in 
which pupils grow, and the relationship of their educational experiences to their own 
progress and that of society. Of these matters there is very little to be found in this 
book. The knowledge, attitudes, and skills that Australian children develop, the 
course of their development, the peculiarities of their curriculum, and the way in 
which they learn or are taught, are scarcely touched on. 

The author rightly regrets the paucity of significant contributions to educational 
thinking in Australia. Had his orientation, however, been more towards an analysis 
of the educational process, he might have seen some virtue in mentioning the 
contribution of educators such as Fred J. Schonell, G. S. Browne, and Dorothy J. 
Ross, and of some of the thinking behind developments such as the Tasmanian Área 
Schools, the adult evening colleges of New South Wales, and the linguistic tech- 
niques used in the assimilation programme for migrants. 

The book, therefore, will not excite most students of education. It will be of 
great use, however, to those interested in the general field of administration, and in 
the making of the broad lines of administrative policy in education. 


W. F. CONNELL, Sydney 


SCANLON, Davin G., and SHIELDS, JAMES J., Problems and Prospects in 
International Education. New York: Teachers College Press 1968. Pp. 399. 


$ 12.50. 


This is an important and coherent book about the relations between present-day 
countries in the field of education. Though it is a book of readings, with 27 elements, 
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the editors have succeeded in giving it a remarkable degree of unity and coherence. 
Professor Scanlon of Teachers College, Columbia University and Professor Shields 
of the City University of New York are themselves knowledgeable in the field 
though the book does not contain any of their own writing, beyond a useful intro- 
duction, Professor Shields has produced a very extensive bibliography of more than 
500 references. 

Except for 3 articles published in 1946 and 1954, everything in the book has been 
published since 1960. 

International Education is defined as “the various types of educational and 
cultural relations among nations.” Thus it is more limited than the field of general 
cultural contacts among people from different countries. 

The readings are sorted out into the following categories: Education, Technical 
Assistance and Development; The Economic and Political Aspects of Education 
and Development; Technical Assistance — The Problem of Transfer; Cultural Re- 
lations and Education; Exchange of Persons; The Promise and the Reality; The 
Response of the United States - The New International Education Program. 

Several of these topics did not even exist before World War IL. 

The section on Economic and Political Aspects of Education and Development 
contains three very useful papers, by H. M. Philips, an Englishman long on the 
UNESCO Staff, Mary Jean Bowman of the University of Chicago, and Adam Curle, 
an Englishman with experience in Africa and now at Harvard University. These 
three authoritative writers have enough difference of point of view to give the reader 
some notion of the complexity of the task of helping an underdeveloped society to 
modernize itself. 

The principal weakness of the book is its limitation to writers of English and 
especially to American writers. There are only three or four of the writers who are 
not Americans. The American experience and point of view is dominant. The only 
other countries represented by their citizens are the United Kingdom and Israel. 
The programs of cultural relations and of technical assistance of the Soviet Union 
and the Chinese People’s Republic are not covered adequately, though the Soviet 
Union is discussed in an interesting article by Philip H. Coombs on “The Cultural 
Relations Activities of France, the United Kingdom, West Germany, and the 
Soviet Union.” I 

UNESCO activities appear in a number of the articles, and there is a very inter- 
esting piece by George Shuster on “Cultural Relations and Educational Programs of 
UNESCO." George Shuster was a member of the Executive Board of UNESCO 
from its beginning until 1962, and writes a frank and critical account. f 
The book closes with a section on the new International Education Act passed in 
1966 by the Congress of the United States, but not yet (1969) implemented with 
adequate finances. J 

It is unlikely that any one or two authors could produce a book of this scope and 
detail. Consequently, the book can be recommended for small as well as large 
libraries as an essential part of an even small collection in the field. 


ROBERT J. HAVIGHURST, Chicago 
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SKINNER, B. F., The Technology of Teaching. New York: Appleton- 
Century-Crofts 1968. pp.271. $2.95. 


In the United States, and perhaps in most other countries, college teachers 
spend most of their professional time doing what they have been least prepared 
to do: they teach. Few graduate programs in the United States prepare their can- 
didates for teaching. The candidates enter a high level professional career without 
a test of teaching competence and begin their practice without experience or intern- 
ship. The beginning college teacher usually imitates his teacher, and, as B. F. 
Skinner observes in The Technology of Teaching, if the young teacher improves, 
it is only in the light of his own unaided experience. 

In spite of this handicap, most teachers have felt increasing pressures from a wide 
variety of sources to improve college teaching. In fact, criticisms of college teaching 
amount to a '“consumer's revolt" and add up to a strong demand to increase the 
effectiveness and efficiency of teaching. Although efforts to achieve this goal are 
being made at many levels, the ultimate responsibility rests squarely on the man or 
the woman who daily meets students face-to-face inside or outside of the classroom. 

The scope of Skinner’s collection of eleven essays — four of them written especi- 
ally for this volume — is not limited to higher education. But the college teacher 
committed to increasing his effectiveness will find the essays most helpful in eva- 
luating his current performance and in modifying his overall strategy. From Skin- 
ner’s point of view, to do this a teacher needs the kind of help offered by a scien- 
tific analysis of behavior, an approach developed principally by Skinner. 

According to Skinner’s view, the application of operant conditioning to education 
is simple and direct. Teaching, he states, is the arrangement of contingencies of 
reinforcement under which students learn. These contingencies of reinforcement - 
the relations which prevail between behavior on the one hand and the consequences 
of that behavior on the other — consists of (1) an occasion upon which behavior 
occurs, (2) the behavior itself, and (3) the consequences of that behavior. Techni- 
ques for arranging these contingencies of reinforcement result in a more effective 
control of learning behavior and permit one to shape the behavior of an organism 
almost at will. In the essay, The Technology of Teaching, Skinner provides a de- 
oe and technical overview of operant conditioning and its application to edu- 
cation. 

Skinner focusses on a number of shortcomings of current educational practices. 
One source of teacher failure is the excessive reliance on aversion, or punishing, 
consequences in controlling learning. Some forms of corporal punishment are still 
with us and reforms have meant only a shift from corporal to non-corporal aversive 
controls, such as, ridicule, scolding, sarcasm, criticism, incarceration, and extra 
school or home work. In college and graduate schools, the aversive pattern sur- 
vives, according to Skinner, in the “assign and test” system in which the students 
are coerced to read books, perform experiments, attend lectures, write papers, 
participate in discussions and take tests. If they do not report correctly what they 
have seen, heard, or read, they suffer aversive consequences. A teacher is judged 
by his employers, colleagues, and eventually by himself, by the severity of the 
threat he imposes and how hard he makes students work regardless of how much 

they actually learn. 

By-products of aversive control include various forms of student escape (in- 
cluding dropping out), counter-attack, and inaction with such emotional accom- 
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paniment as fear, anxiety, anger, and resentment. According to Skinner, most 
students are well disposed and want an education, yet, they cannot force themselves 
tostudy, and they know they are wasting their time. For reasons they have probably 
not correctly indentified, many are in revolt. Aversive methods also have effects 
on teachers. À young teacher may begin his career with a favorable attitude to- 
ward his profession and students only to find himself playing a consistently un- 
friendly role as a repertoire of aggressive behaviors is repeatedly reinforced. The 
prospect does not attract or hold good teachers. According to Skinner, at times the 
profession has been tolerable only to weaklings or to those who enjoy treating 
others aversively. 

Asecond shortcoming of teaching is the long time interval which elapses between 
student responses and reinforcement. A third shortcoming is the lack of a skillful 
program which moves through a series of progressive approximations to the de- 
sired final complex behavior. A fourth limitation is the relative infrequency of 
reinforcement. 

Skinner states that the first step in designing instruction is to define terminal 
behaviors — what it is the student is to do as a result of having been taught. When 
this is done, arrangements must be made to strengthen behaviors through rein- 
forcement. Among the behaviors that can be taught are those needed for complex 
learning and thinking. Contrary to common belief that programming is useful only 
in teaching on the knowledge level, programming can also be used to teach at more 
complex levels of thinking. 

Skinner states that no enterprise can improve itself to the fullest without exami- 
ning its basic processes and to do this, one needs the kind of help offered by a scien- 
tific analysis of behavior, which he competently presents in this collection of essays. 
Although student behavior is a primary concern of such an analysis, other figures 
in the world of education to which an experimental analysis applies includes 
teachers, educational researchers and developers, administrators, policy makers, and 
supporters of education. 

This is an important book not only for the teacher who daily faces students in the 
classroom but also for the “establishment”, those other figures in the educative 
Process whose support is essential to bring about the complex changes necessary 
to increase the effectiveness of teaching and learning at all levels. 


DANIEL F. WOZNIAK, Oxford, USA 


Vocr, H., ZÄNKER, U. und SCHELLENERG, E., Pädagogische Kyber- 
netik und Programmierte Instruktion in der Sowjetunion und in der DDR 
1965/1966 mit Bibliographie. Bericht der Marburger Forschungsstelle 
für Vergleichende Erziehungswissenschaft, Heft 3. Weinheim: Beltz 
1968. 250 S. DM 20. 


Gerade in einem so jungen und zudem derart explosiv sich entwickelnden T sss 
dige Orientierung darüber, was die 


biet der pädagogischen Forschung ist eine stan E 
anderen" tun, ist eine allseitige Orientierung über den Stand der Forschung eine 
nicht nur wünschenswerte, sondern auch dringliche Notwendigkeit, soll der oft 
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übliche Kräfteverschleiß im Nebeneinanderher-Forschen vermieden werden, 
In diesem Sinne ist das vorliegende Buch sehr zu begrüßen. 

Das im März 1967 erschienene und 250 Seiten umfassende Buch gliedert sich in3 
Teile: Je ein Überblicksbericht über die Pädagogische Kybernetik und programmier- 
te Instruktion in der Sowjetunion (von H. Vogt) und der DDR (von U. Zänker) 
und eine 389 Titel umfassende Bibliographie von Veröffentlichungen zum Thema 
in diesen beiden Ländern, vorwiegend aus denJahren 1965 und 1966. 

Im ersten Teil, dem Bericht über den Stand der Forschung in der UdSSR, wird 
zunächst ein knapper Überblick über den Entwicklungsverlauf seit 1960 gegeben, 
wobei Vogt drei Phasen unterscheidet: (1). Ein beobachtendes Abwarten der US- 
Entwicklung (1961/62), (2). teilweise scharfe Ablehnung, aber auch überstürzte 
Begeisterung und Entwicklung von Maschinen und Programmen (1963/64), und 
(3) eine Phase des nachlassenden Enthusiasmus - aber auch der scharfen Ablehnung 
und ein Anwachsen der Bemühung um wissenschaftstheoretische Grundlagen- 
forschung und Klärung der “eigentlichen Fragen” (1965/66). Im folgenden wird 
näher auf die letzte Entwicklungsphase eingegangen, wobei jedoch überwiegend 
allgemeine Feststellungen aus der Sowjetfachpresse berichtet werden und weniger 
konkrete Fakten. Auch ist nicht immer sicher zwischen der Meinung der Sowjet- 
autoren und den zusammenfassenden Folgerungen Vogts zu unterscheiden. In dieser 
Weise wird aus sehr vielen Forschungsbereichen berichtet, etwa daß man sich um die 
Bestimmung des Informationsgehaltes von Lernmaterialien bemüht, daß man die 
Effektivität von Kanälen (etwa des auditiven und des visuellen) untersucht und 
mathematisch-kybernetische Modelle entwickelt. 

Auch wird über die bisher ergebenden Schwierigkeiten berichtet, aber keines der 
Modelle wird vorgestellt, oder ein sonstiges Ergebnis spezifiziert mitgeteilt. Dieser 
Umstand verleiht dem Bericht etwas Unanschauliches, Theoretisches, mit dem we- 
der der konkret arbeitende Forscher, noch der sich allgemein zu informieren trach- 
tende Laie übermäßig viel anzufangen weiß. So wäre es etwa auch wesentlich 
interessanter gewesen, nicht nur über Lehrmaschinen zu sprechen und zu sagen, 
daß eine ganze Reihe von ihnen entwickelt wurde, sondern die eine oder andere 
wenigstens in Umrissen zu beschreiben. Wahrscheinlich hätte sich anhand sol- 
cher Mosaiksteinchen ein deutlicheres Bild der Sowjetforschung in diesem Bereich 
ergeben, als es durch die Trendbeschreibung erreichbar war. Der Verzicht, kon- 
kretes Material vorzustellen, mag jedoch ob der Fille der vorliegenden Ergebnisse 
und Beiträge, die eine Auswahl sehr erschwert und die Gefahr einer Verstellung 
impliziert hatte, verständlich sein, 

So ist denn auch der zweite Beitrag, über die Entwicklung der Forschung in der 
DDR von U. Zanker, entsprechend dem besser zu überschauenden Material wesent- 
lich konkreter. Hier werden einige Programme beschrieben und iiber die Durch- 
führung und erzielten Ergebnisse wird berichtet. Und wenn auch “die Sichtung 
der Literatur... für den Berichtszeitraum keine Besonderheiten in der Entwick- 
lung von Lehrmaschinen in der DDR” ergaben, so werden doch einige erfolgreiche 
Geräteentwicklungen umrißhaft beschrieben. 

Abschließend werden in diesem zweiten Teil Überlegungen zitiert, die in dem Pro- 
zeß der pädagogischen Neubesinnung, der durch die Kybernetik und programmierte 
Instruktion angeregt wurde, eine wichtige Rolle spielen. 

Elke Schellenberg, die im dritten Teil die Bibliographie zusammengestellt hat, 
bemühte sich zwar — nach ihren eigenen Angaben — um Vollständigkeit und gibt 
lobenswerterweise ihre Quellen an, jedoch ist nicht auszuschließen, daß die eine 
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oder andere — wahrscheinlich weniger wichtige — Abhandlung übersehen wurde. 
Verständlicherweise lagen auch die meisten der genannten Arbeiten nicht vor, so 
daß ihre jeweilige Bedeutung schwer abzuschätzen ist, 

Alles in allem läßt sich sagen, daß wir es mit einer gut gegliederten und trotz der 
Fülle des zu berücksichtigenden Materials klaren Übersichtsdarstellung zu tun 
haben, die zwar einiges an Konkretheit vermissen läßt und wenig oder fast gar 
keine Ergebnisse mitteilt aber doch ein gutes Bild der zur Diskussion stehen- 
den Probleme und entstandenen Schwierigkeiten im sozialistischen Teil Europas 


abgibt. 
WOLFGANG RoTH, Gießen 


WHEELER, D. K., Curriculum Process. London: University of London 
Press 1967. pp. 320. 30/—. 


“Curriculum” bedeutet nach Wheeler “the planned experiences offered to the learner 
under the guidance of the school” (S. 11). Der Autor beabsichtigt, zu einem derart ver- 
standenen Curriculum eine Theorie und für verschiedene Bereiche eine Strategie der 
Curriculumkonstruktion vorzulegen. Besonderes Merkmal dieses Textes soll die 
Grundlegung in der Verhaltenswissenschaft sein. Es geht also um eine allgemeine 
Darstellung des Curriculums und seiner Konstruktion. 

Die Ausführungen beginnen bei allgemeinen Betrachtungen über die Funktion 
von Bildung und Erziehung. Diese globalen Reflexionen gehen in Kapitel 2 und 3 in 
generelle Strategien zur Curriculumkonstruktion über. Eine verhältnismäßig breite 
Behandlung erfährt das Problem der Formulierung von Bildungszielen (aims) und 
deren Transposition in curriculare Zielvorstellungen (goals) (Kapt. 4 und 5, auch 6 
und 7). Im zweiten Teil folgen einige Kriterien für die Auswahl der Bildungsinhalte. 
Der spezifische schulische Lernprozeß wird in den Kapiteln 7 und 8 problembewußt, 
wenn auch nicht ganz problemlos, in “Lernorganisation” bzw. “Lernerfahrung” und 
“Bildungsinhalte” gegliedert. Gleichsam zur Lösung dieses Problems schließt sich 
ein Kapitel mit der Überschrift an: “The Organisation and I integration of Experiences 
and Content”. A 

Die methodologische Schwierigkeit der Curriculumkonstruktion manifestiert sich 
insbesondere an den beiden Kapiteln 7 und 8, wo Lernerfahrung und Bildungs- 
inhalt zur Diskussion stehen. Die Relation zwischen der Optimierung des Lernzu- 
wachses und dem Lernobjekt, d.h. deren Auswahl und Anordnung, ist trotz aller 
Reflexion und Subsumierung unter einem einheitlichen Begriff (wie es in Deutsch- 
land etwa Derbolav und Klafki — in seinen frühen Arbeiten — versucht haben) nicht 
gelöst. Das Verhältnis der Bildungsplanung im Bereich des “formalen Verhaltens- 
Prozesses” und des “materialen Bildungsinhaltes” scheint auch nach dem Werk von 


Wheeler nicht endgültig gelöst zu sein. Die Hinweise von Gage und Bruner, die 
Verhältnisbestimmung näher zu erforschen, bleiben weiterhin bestehen. Die Auf- 
des Autors noch bekräftigt, indem sich 


gabe wird im Gegenteil durch den Ansatz g 
zeigt, daB der behavioral-science approach in der Curriculumkonstruktion noch lange 
nicht jene Wirklichkeitsnähe erreicht hat, wie dies z.B. in der Psychologie der Fall 
ist, Wheeler hat diese Problematik gut herausgearbeitet, wenn man auch, aufs 
Ganze gesehen, bemängeln könnte, daß die lernpsychologischen Aspekte wenig be- 
rücksichtigt sind. Das Buch bildet eine gute Einführung in die Aufgaben der Curri- 


culumkonstruktion. Es bietet einen Überblick über mehrere der wichtigsten 
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Problemgebiete. Dominant sind weniger die praktischen Handanweisungen als die 
Reflexion über allgemeine Strategien und theoretische Konzepte. Unter diesen 
Perspektiven kann das Buch umfassende Informationen zur Einführung in die 
Problembelange liefern. 

KARL Frey, Freiburg, Schweiz 


ZIFREUND, WALTHER (Hrsg.), Schulmodelle, Programmierte Instruktion 
und Technische Medien. München: Ehrenwirth 1968. 488 S. DM 40. 


Der Band enthält die Sammlung von 24 Referaten, die auf einer Informations- 
und Arbeitstagung der Arbeitsgruppe “Schulmodelle” der Gesellschaft für Pro- 
grammierte Instruktion im Marz 1968 in Niirtingen gehalten wurden. Die Autoren 
gehören zur Gruppe der Innovatoren, die es sich zum Ziel gesetzt haben, dem deut- 
schen Schulwesen durch Auseinandersetzung mit ausländischen Erfahrungen und 
mit modernen Medien neue Impulse zuzuführen. Daß ein Kultusministerium so- 
wohl die Tagung als auch die Veröffentlichung ermöglicht hat, zeigt, wie offen die 
gegenwärtige deutsche Bildungspolitik für vorwärtsweisende Anstöße ist. Die 
Autoren sind z.T. originell vorwärtstreibende Geister, z.T. epigonenhafte Mit- 
läufer einer kräftigen Erneuerungsbewegung. Vielleicht sind sie heute noch die 
Außenseiter im deutschen Schulsystem. Allerdings ist ihr Selbstbewußtsein be- 
reits so groß, daß sie selbst mit dem Anspruch auftreten, die eigentlichen Re- 
präsentanten des Bildungssystems zu sein und ihrerseits alles Vorhandene in die 
Außenseiterrolle abzudrängen. Im ganzen markiert der Band einen wichtigen 
Schritt der Innovationsbewegung. Zwar wird noch durchweg starke Kritik ge- 
übt an den Verfahren und Formen der vorhandenen Schule, aber diese klingt 
nicht mehr pauschal wie noch vor Jahren, ist nicht mehr totale Abwehr, sondern 
gezielter, durch Beispiele belegter Aufweis von Minderleistungen und Störungen 
des Systems. Es gibt noch jene Gruppe der Kritiker, die sich in den Literaturan- 
gaben grundsätzlich selbst zitiert und jede Auseinandersetzung mit den vorhande- 
nen Repräsentanten des Schulsystems aus dem Wege geht. Es gibt aber neben der 
schematischen und unkritischen Übertragung ausländischer Modelle auch bereits 
die ernsthafte Untersuchung der inländischen Formen und Verhältnisse. 

Die Beiträge sind in Gruppen zusammengefaßt. Die erste beschäftigt sich mit 
Grundfragen. Unter ihnen stechen besonders der Beitrag von Peter Fürstenau 
über “Neuere Entwicklungen der Bürokratieforschung und das Schulwesen” 
sowie die Analyse von Edmund van Trotsenburg “Die Entwicklung von Innova- 
tionsmodellen für die Reform der Schule” hervor. Beides sind kritische Ausblicke 
auf das deutsche Schulwesen von außen; Fürstenaus Beitrag von der Position 
der Soziologie aus, die das Schulwesen in einem aufschlußreichen Aspekt als 
Organisationssystem zeigt, und Trotsenburgs Untersuchung von der Position des 
Ausländers her, der die deutschen Ansätze einer Schulerneuerung in den Horizont 
der internationalen Vorgänge stellt. 

Die Arbeiten der zweiten Gruppe beginnen mit einem interessanten Bericht von 
Etienne Brunswic über das französische Schulprojekt Marly-le-Roi. Der Beitrag 
gewährt einen Einblick in die Praxis der französischen Reformschule, in ihre theo- 
retischen Grundlagen und die umfangreiche Forschungsarbeit, die das Experiment 
begleitet. Die sorgfältige und objektive Darstellung bereitet eine Übertragung der 
Ergebnisse vor. Aus der deutschen Praxis stammen die Beiträge von Harald Traube 
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über Team Teaching und von E. Meyer über das Schulmodell Weinheim, einer der 
wenigen deutschen Ansätze zur versuchsweisen Einführung einer integrierten 
Gesamtschule. Interessante Grundlagen für eine Bildungsplanung bieten die Bei- 
träge von R. Kuchenmüller und F. Kerschkamp aus dem Institut für Schulbau 
der Universität Stuttgart. 

Eine Reihe von Beiträgen setzt sich mit der Problematik der Gesamtschule aus- 
einander. Die erfreuliche Bereitwilligkeit der Schulreformergeneration von heute, 
das Überkommene nicht nur schroff beiseite zu schieben, sondern sich mit ihm aus- 
einanderzusetzen und sich Gedanken über seine stufenweise Erneuerung zu machen, 
kommt in den subtilen Untersuchungen von Rommel, Lohmann, Marsolek, Fang 
und Gutschow zum Ausdruck. Einen besonders originellen Ansatz enthält der 
Beitrag von Wolfgang Schulz “Über die Organisation einer Gesamtoberschule als 
didaktisches Problem”. Schulz ist einer der wenigen, der in der Begründung von 
neuen Schulformen nicht organisatorisch, ökonomisch und soziologisch sondern 
didaktisch argumentiert. 

Die dritte Gruppe der Referate ist dem programmierten Unterricht und neuen 
technischen Medien gewidmet. Obwohl die Tagung von der Gesellschaft für Pro- 
grammierte Instruktion veranstaltet wurde, nimmt das Thema der Unterrichts- 
programmierung nur einen relativ geringen Platz ein. Die am weitesten vorwärts- 
weisenden Arbeiten dieses Kapitels sind die Aufsätze von Wachsmann, Matt und 
Gentile über die Rolle des Computers in der Bildungspraxis. Es fällt auf, daß der 
programmierte Unterricht nicht mehr als die einfache Alternative des herkömm- 
lichen Unterrichts gesehen wird, sondern als seine sinnvolle Ergänzung. In einer 
eigenen Arbeit untersucht R. Leupold die ‘Verträglichkeit des herkömmlichen 
Unterrichts mit programmiertem Lernen” und Walther Schöler beschäftigt sich 
mit der schulorganisatorischen Integration der Programmarbeit. Drei Schlußbei- 
träge sind der Lehrerbildung und Lehrerweiterbildung gewidmet. Karlheinz Rebel 
gibt eine übersichtliche Zusammenfassung über die vielgestaltigen Formen der 
amerikanischen Lehrerausbildung, die sowohl ein besseres Verständnis der ameri- 
kanischen Praxis ermöglichen als auch die kritische Überprüfung der deutschen 
Verfahren. Günther Dohmen berichtet über die Stellung des von ihm begründeten 
Lehrerfernstudiums in der Schulreformbewegung und Walther Zifreund, der Her- 
ausgeber des Bandes, bietet in seinem Schlußbeitrag eine der deutschen Situation 
angemessene Form des Micro-Teaching an. Gegenüber früheren Arbeiten zum 
gleichen Thema fällt der Versuch auf, Praktiken der Lehrerausbildung, die von 
anderen Ansätzen ausgehen, wie z.B. der Unterrichtsmitschau, besser gerecht zu 
werden. 

Im ganzen bietet der Band eine wertvolle Übersicht über die Hauptrichtungen 
der gegenwärtigen Erneuerungsbewegungen im deutschen Schulwesen, über den 
Stand der Auseinandersetzung mit ausländischen Erfahrungen und Modellen sowie 
über den Grad der Assimilation neuer Hilfsmittel für Unterricht und Bildung. 
Der einseitig polemische Ton, in dem Berichte über diese Gegenstände in früheren 
Jahren geschrieben wurden, hat einer erfreulichen Sachlichkeit und einem differen- 
zierten Denken Platz gemacht. In der Hand des Herausgebers sind die verschie- 
denartigen Beitrage zu einer Einheit geworden, die ebenso viele Informationen 
wie Anregungen enthält. 


ALFONS OTTO SCHORB, München 
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ABERCROMBIE, M. C. J., Hunt, S., STRINGER, P., Selection and Academic Per- 
formance of Students in a University School of Architecture. London: Society for 
Research into Higher Education 1969. pp. 141. 27/6. 

ANDERSSON, B.-E., Studies in Adolescent Behaviour. Project YG. Youth in Göte- 


" borg. (Transl. by Albert Read) Stockholm: Almqvist and Wiksell 1969. pp. 400. 


Barnes, D., Language, the Learner and the School. Harmondsworth: Penguin 


1969. pp. 128. 5/-. 
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Benn, B., “Der Ostblock im Wandel — Polen, Tschechoslowakei, Jugoslawien, 
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25/-. $ 4. 
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_ Crocker, A. C., Statistics for the Teacher or How to Put Figures in Their Place. 
Harmondsworth: Penguin 1969. pp. 146. 8/6. $ 1.75. 
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Mai 1968 in Hamburg. Hamburg: Schultz. 194 S. 

Faust, C. H., FEINGOLD, J. (eds.), Approaches to Education for Character: Strate- 
E for Change in Higher Education. London: Columbia University Press 1969. pp. 
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Formation of Educational Policies - A Comparative Analysis. New York: State 
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Fur, C. (Hrsg.), unter Mitwirkung von ULRICH, G., "Zur Bildungsreform in der 
Bundesrepublik Deutschland. Impulse und Tendenzen". Bericht und Dokumen- 
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GLAYMANN, M., “Formation continue des enseignants de la mathématique au 
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Internationalizing the U.S. Professional School. New York: Education and World 
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KrrsaLL, R. K., Kersatr, H. M., The School Teacher in England and the United 
N P Findings of Empirical Research. Oxford: Pergamon 1969. pp. 198. 
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Knarr, R. H. P. (ed.), Strategies of Educational Planning. Proceedings of the 
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Language and Society in India. Proceedings of a Seminar. Simla: Indian Inst. of 
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Leacock, E. B., Teaching and Learning in City Schools. New York: Basic Books 
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Lenr, U., Die Frau im Beruf. Eine psychologische Analyse der weiblichen Berufs- 
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MUKHERJEE, K. C., Underdeveloped - Educational Policy and Planning. London: 
Asia Publ. House 1967. pp. 432. 55/-. 

Neumann, K. H. (Hrsg.), Optimal führen. Konzeption und Methodik neuen 
Führens in der modernen Leistungsgesellschaft. Heidelberg: Sauer. 249 S. DM 21. 

PaursroN, R. G., Una Bibliografia Anotada Con Referencia Especial Al Peru. 
Cambridge, Mass.: Harvard University 1969. pp. 190. 

PAYNE, J., “Research in Student Mental Health”. Research into Higher Education 
Monographs. London: Society for Research into Higher Education 1969. pp. 31. 
7/6. 

PuiLLips, C. M. Changes in Subject Choice at School and University. London: 
Weidenfeld 1969. pp. 214. 75/-. 

PrETRAsINSKI, Z., The Art of Learning. Transl. of Sztuka uczenia sig (1961) by 
Z. Skibicki. Oxford/Warsaw: Pergamon/Wiedza Powszechna 1969. pp. 138. 60/-. 
$ 8. d 

PrETRAsINSKI, Z., The Psychology of Efficient Thinking. Transl. of Psychologia 
Sprawnego Myslenia (1960) by B. Jankowski. Oxford/Warsaw: Pergamon/Wiedza 
Powszechna 1969. pp. 202. 60/-. $ 8. j ` à 

PITKÄNEN, L., A Descriptive Model of Aggression and Nonaggression with Appli- 
cations to Children’s Behaviour. Jyväskylä: Jyväskylän Yliopisto 1969. pp. 208. 

PoraxaNr, R., Education and Development in Western Europe, the United States, 
and the USSR. A Comparative Study. New York: Teachers College Press 1969. pp. 
329. $ 9.95. 

Raun, Cum, Lehrer und Berufsberatung. Eine soziologische Untersuchung zur 
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The next number will be dedicated to the International Education 
With various aspects of education. 


EDITORIAL 


As the reader will notice, the themes of the contributions of this Special 
Number are rather diverse; what they all have in common are ideological 
concepts reflecting the principles of Marxism-Leninism and existing 
educational practices in socialist countries of Europe. 

The all-round development of the personality which is the ideal of 
Marxist educational theory is the theme of the article by György Agoston, 
Director of the Institute of Education, József Attila University, Szeged, 
and co-editor of the present issue. 

The content of education which is to be given to every member of 
society in the present conditions of scientific and technological revolution 
is discussed by A. M. Arsen’ev, Head of the Institute of Theory of Education 
of the USSR Academy of Pedagogical Sciences, Moscow. Gerhart Neuner, 
"Director of the Central Institute of Education of the German Democratic 
Republic, Berlin, deals in his article with important problems of prognoses 
in determining educational objectives and content in connection with 
prognoses of social development as a whole and its components such as 
science and technology. Aleksej I. MarkuSevit, Vice-President of the USSR 
Academy of Pedagogical Sciences, Moscow, discusses in his article some 
general ideas about the role and importance of continuous education in 
the contemporary society, illustrated by a few examples and figures from 
the USSR practices. 

Children’s attitude to works of art in developing a creative personality 
is the central theme of the article by Zeëo Atanasov, Professor of History 
of Education and Children’s Literature at the University of Sofia. 

One of the most important ideas of Marxist educational theory - the 
problem of the relationship of the collective and the individual — is 
discussed in detail in the article by Ljudmila Novikova from the Institute 
for Theory and History of Education of the Academy of Pedagogical 
Sciences, Moscow, and Aleksander Lewin, Institute of Education, War- 
saw. This contribution includes analyses of the personality development 
of the child and his social maturation, analyses of the structure of child- 
ren's collectives and methods of educational guidance in connection with 
children’s self-government. 

The article by Ivan F. Svadkovskij, Professor of Education, Moscow, 
Teviews the relationship of the family and the school, a problem of special 
importance for education. The author’s main idea to be stressed here is 
that an adequate solution of the problem is to combine efforts of the 
family and the public educational institutions, 

Various aspects of the system of teacher training in socialist countries 
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are described in the article by Dragutin Frankovié, Director of the 
Institute for Educational Research, Belgrade. 

The joint article by E. I. Monoszon, Head of the Division of Theory and 
History of Education of the USSR Academy of Pedagogical Sciences, 
Moscow, and Jözsef Szarka, Director of the Institute of Education, Buda- 
pest, introduces the reader to the organisation and main trends of educa- 
tional research in socialist countries. 

The concluding part of the issue contains extensive information about 
the educational systems of various socialist countries on the basis of 
national sources analysed by Hans-Georg Hoffmann, German Central 
Institute of Education, Berlin. 

In presenting this Special Number to the reader, the editors express 
their hope that it will contribute to mutual understanding and collabora- 
tion between educationists and teachers from different countries. 


ALEKSEJ I. MAnKUÉEVIC, Moscow GYÖRGY ÁGOSTON, Szeged 
Editors*) 


*) Aleksej I. MARKUŠEVIČ, né en 1908, spécialiste en mathématique (théorie des 
fonctions) et en pédagogie, membre de l'Académie des sciences pédagogiques de 
l'URSS. 1950-58 vice-président de l'Académie des sciences pédagogiques de la 
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Précis de la théorie des fonctions analytiques) ; des livres scientifiques populaires pour 
les instituteurs et les élèves; rédacteur en chef de Detskaja enciklopedija (Encyclopé- 
die d'enfant), et autres. 5 
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The Editorial Board wishes to acknowledge with thanks the help of Mr. Manfred 
Dahlke, Hamburg (Fed. Rep. of Germany), on this number. 


L'IDEAL HUMAIN DE LA PEDAGOGIE SOCIALISTE 
par GYÖRGY ÁGOSTON, Szeged 


La pédagogie socialiste considère la finalité comme un élément essentiel 
de l’activité pédagogique, ce qui veut dire que la logique du travail péda- 
gogique est celle de la finalité. On ne peut parler de travail pédagogique 
proprement dit sans avoir préalablement donné la définition exacte du 
but de la pédagogie. 

Le but de la pédagogie se concrétise toujours dans un idéal humain. La 
tâche la plus importante du pédagogue consiste à préciser le genre d’hom- 
me qu'il veut faire de ses élèves, le niveau de leur culture à atteindre, 
ce que seront les idéaux qui les animeront, leurs qualités, leur caractère, 
leurs goûts. 

Le but de la pédagogie ne peut cependant être défini à partir des con- 
ceptions subjectives de tel ou tel pédagogue, ou de tel ou tel théoricien 
de la pédagogie, si nous voulons que ce but soit la norme réelle, et non 
pas fictive de l'activité pédagogique, et qu'il soit effectivement réalisable. 
Un des critères essentiels du caractère scientifique de la pédagogie — de 
même que de toute science sociale opérant avec des normes et un but - 
est dans le rapport de son but, de ses normes aux tendances de la réalité. 
Autrement dit: quelle est la base réelle de l'idéal humain choisi pour 
norme, pour modèle ou directive; est-ce qu'il est en rapport avec les fac- 
teurs objectifs de la société qui forment l’homme; est-ce que cet idéal 
contient la possibilité objective de résoudre la contradiction, la tension 
entre “ce qui est” et “ce qui devrait être”. 

Selon les manuels de la pédagogie socialiste, le but général de l'éduca- 
tion socialiste est l'homme “universel”, “polyvalent”. Cette sorte d’ideal 
est encore nommé “l’homme complet”, “l'être universel” ou tout simple- 
ment "l'homme", 

La notion de l'universalité, de la totalité de l'homme comme idéal 
pédagogique n'est pas une découverte de la pédagogie marxiste. Dès l'an- 
tiquité grecque, et à toutes les époques, tous les grands philosophes, pé- 
dagogues et artistes progressistes ont lutté, dans la mesure de leurs 
moyens, contre le fractionnement de l'homme, contre son unilatéralité, 
sa déformation physique et intellectuelle: ils ont élaboré des théories sur 
l'idéal dela plénitude, de l’universalité de l’homme. Les humanistes de l’an- 
tiquité, les grands penseurs de la Renaissance, et de la bourgeoisie luttant 
contre le féodalisme, les socialistes et les communistes utopistes, tous ont 
enrichi l'humanité d'idéaux précieux fondés sur l'universalité de l'homme. 
Mais ce idéaux relevaient nécessairement de l'utopie; il n'étaient pas 
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réalisables ou seulement dans un cercle très restreint. Ils se heurtaient 
à des limites jusque dans l'interprétation de la notion méme d'uni- 
versalité humaine. Ces penseurs ne comprenaient pas, ni ne pouvaient 
comprendre que le caractère unilatéral et le fractionnement de l’homme 
dépendaient des conditions économiques et sociales de leur époque; ils 
ne pouvaient envisager les conditions de l'élimination de ces faiblesses 
parce que ces conditions n’existaient pas à leur époque. 

La pédagogie socialiste fait sienne l'héritage précieux de l'idéal de la 
plénitude et de l'universalité humaines, que lui a légué l'histoire de la 
philosophie et de la pédagogie, mais, en méme temps, elle l'enrichit d'un 
contenu nouveau et, d'utopie, elle le transforme en un véritable but péda- 
gogique. Cela d'autant plus qu'elle le fonde sur une théorie philosophique, 
économique et sociale qui s'est avérée capable de découvrir les facteurs 
objectifs du développement de l'homme. 

Selon le marxisme, le développement de l'homme est fondamentale- 
ment déterminé par le caractére de la division du travail, par les rapports 
de propriété et par les conditions de production existants. 

L'universalité suppose, avant tout, l'existence de certaines conditions 
techniques préalables. Ces dernières sont le résultat de la grande industrie 
utilisant des machines modernes et de l'exploitation agricole en grand 
appliquant des techniques modernes. La grande industrie, la production 
moderne sont de nature “révolutionnaire” (non pas au sens social, mais 
au sens technique) parce qu'elles se fondent sur les sciences naturelles 
dont le rythme de développement ne cesse de s'accélérer. Parallèlement à 
l'évolution des sciences naturelles et de la technologie, la grande industrie 
et la production moderne ne cessent de se transformer, et grâce aux 
importantes découvertes scientifiques, elles subissent des changements 
extrêmement rapides, “révolutionnaires”, des modifications qualitatives 
d’une grande portée. Par la même, elles ne cessent de modifier l'activité 
des ouvriers et les rapports sociaux qui accompagnent le processus du 
travail. Lorsque, dans telle branche de la technique, une révolution se 
produit, cela signifie qu'une certaine quantité de travail devient super- 
flue, et que par conséquent, les ouvriers seront contraints, nécessairement, 
de chercher du travail dans d'autres branches de la production. “Aussi 
la nature de la grande industrie suppose-t-elle la transformation du tra- 
vail, la modification de l'activité, la variété du travail.” ?) 

La révolution scientifique et technique qui se déroule sous nos yeux, 
permet l'automation complexe de certaines usines, processus qui va SS 
s'élargissant. Grâce à l'automation totale, l’homme se libère des tâches 
de détail et la division du travail à l'intérieur de l'usine se réduit au mini- 
mum. Les catégories d'ouvriers actuelles (manoeuvres, ouvriers non 
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qualifiés, ouvriers qualifiés) disparaissent. Les usines, où l'automation est 
compléte, n'emploient que des ouvriers hautement qualifiés qui assurent 
le réglage des machines et les travaux d'entretien; souvent méme, ces 
deux sortes de tâches se rejoignent. “L’ouvrier principal et unique de la 
chaîne automatique sera finalement celui qui s'occupe aussi bien du régla- 
ge des machines que de leur entretien." 2) Cet ouvrier n'en est plus un 
dans l'ancien sens du terme: il doit, en effet, posséder des connaissances 
générales et professionnelles lui permettant d'embrasser une partie tou- 
jours plus grande du processus de la production. Dans son activité, qui 
ne se réduit pas à une seule opération, à l'application d'une méthode de 
faconnement, mais concerne le processus tout entier de la production, le 
travail physique et le travail intellectuel se confondent, cependant que 
le travail intellectuel devient prépondérant. 

Lorsque le systéme social actuel, les rapports de propriété et les rap- 
ports de production existants ne s'y opposent pas, la grande industrie 
mécanique, de par son caractère révolutionnaire, peut devenir une source 
de progrés humain pour les producteurs; car la machine en soi - le sys- 
téme social qui l'emploie mis à part — est un bienfait pour l'humanité. 
La machine facilite le travail et, finalement, libére l'homme du travail 
physique; gráce à l'accroissement de la productivité, elle permet la dimi- 
nution de la durée du travail producteur, et assure toujours plus de loisirs. 

On pourrait donc assister à la création de conditions telles que l'ouvrier, 
tout en exécutant son travail, puisse s'assimiler également les facteurs 
intellectuels de la production, les connaissances générales, scientifiques 

et techniques, c'est-à-dire qu'il puisse s'engager dans la voie qui mène à 
la fusion du travail physique et intellectuel, à la réalisation de l'activité 
créatrice, source de vraies joies, au rétablissement de l'homme complet. 
Ily a un siécle, Marx déclarait que la nature de la grande industrie exige- 
rait "que soient reconnus, comme une loi sociale générale, les change- 
ments de travaux et, par conséquent, l'universalité aussi grande que 
possible de l'ouvrier, et que les rapports en permettent la réalisation. . ." 
Selon lui, c'est une question de vie et de mort que... "l'individu partiel, 
simple porteur d'une fonction sociale partielle, soit remplacé par l'individu 
complet pour lequel les différentes fonctions sociales sont autant de mo- 
des d'activité interchangeables.” 3) 

Il découle de tout cela que, pour réaliser l'universalité, il ne suffit pas de 
réunir les conditions techniques; certaines conditions sociales sont, en effet, 
indispensables, conditions qui impliquent la disparition de l'ancienne 
division du travail. Qu'est-ce qui caractérise l'ancienne division du travail? 
Selon Marx, c'est qu'elle n'est pas volontaire, mais donnée par la nature, 
à savoir qu'elle ne dépend pas de la volonté de l'homme. Sous son effet, 
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l'homme se voit contraint de travailler dans une sphère d'activité bien 
déterminée; le choix ne dépend pas de lui, il lui est imposé et s'il veut 
subsister, il est forcé de l'accepter. Cette division du travail condamne 
l'homme à renoncer à une partie de sa personnalité, l'accule à une seule 
activité qu’entraine nécessairement une déformation de sa personnalité. 
Dans ces conditions “naturelles” de la division du travail, la sphére d'ac- 
tivité de l'homme ne dépend pas de ses capacités mais, au contraire: 
ce sont la sphére d'activité qui lui est imposée, le mode de vie qui lui 
échoit en partage par suite de la division du travail, qui déterminent ses 
qualités, développent ou détruisent ses facultés. La plus grande menace 
qui pèse sur l'homme est la séparation du travail “physique” du travail 
intellectuel. 

Dans ces conditions, il n’est pas surprenant que se produise le phéno- 
mène appelé “aliénation” par Marx dans ses oeuvres de jeunesse et, qui se 
présente sous forme de l'aliénation de l'homme par rapport à son travail 
et au produit de son travail, et sous celle de son isolement de la société, de 
ses semblables. Pour l’homme, l’essence de son humanité, à savoir son 
travail, n'est plus son essence à lui; le travail devenant pour lui contrainte, 
il ne se sent à son aise qu’en dehors de son travail. Cela veut dire qu'il ya 
divorce entre le travail et le divertissement, le travail et l'activité créa- 
trice accomplie dans la joie. 

C'est ce genre de division du travail, déshumanisante, qui se reflète et 
se perpétue actuellement dans le systéme scolaire de certains pays, Sys- 
téme qui contraint les enfants de 10 ou 11 ans à choisir le type d'école 
qu'ils fréquenteront sur la base d'une sélection sociale, et décide ainsi de 
leur destin; c'est lui qui détermine de manière définitive ce qu'ils devien- 
dront: ouvriers, petits fonctionnaires, intellectuels remplissant de hautes 
fonctions dans la société, etc., indépendamment des capacités individuel- 
les qui, à cet âge, ne sont pas encore développées. 

Selon le marxisme, la division déshumanisante du travail est liée à la 
propriété privée utilisant la force de travail d'autrui. Tant qu'il y a, 
d'une part, les propriétaires des moyens de production et, de l'autre, 
ceux qui ne possèdent rien en dehors de leur propre force de travail et, 
que les derniers sont obligés de la vendre aux premiers pour gagner leur 
vie, l'essentiel de l'ancienne division du travail survivra, et cela en dépit 
de l'existence d'une base technique moderne de la production. 

Comme dans les pays socialistes, la propriété privée des moyens de 
production n'existe plus, les théoriciens de la pédagogie socialiste sont 
fermement convaincus — et cette conviction est fondée sur le caractère 
scientifique de la pédagogie socialiste —, qu’au-dela des facteurs techni- 


ques, les conditions sociales du développement polyvalent de l’homme 
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sont désormais données. L'idéal humain socialiste et universel n'est donc 
plus une utopie; c'est un objectif pédagogique réel et réalisable au niveau 
des grandes masses également. 

Avant de poursuivre notre développement et de résumer ce que nous 
venons de dire au sujet de l'universalité humaine, une remarque impor- 
tante s'impose: bien que la société socialiste crée les conditions permet- 
tant de mettre fin au développement unilatéral de l'individu et à son 
aliénation, au profit de la polyvalence de la personnalité, ce processus ne 
s'accomplit pas du jour au lendemain; il demande beaucoup de temps 
surtout dans un pays oi la révolution socialiste a hérité de forces de pro- 
duction relativement peu développées. Il est évident que c'est, dans une 
grande mesure, de l'efficacité méme de la pédagogie socialiste que dépend 
la durée de ce processus. 

Examinons maintenant de plus prés le contenu essentiel de l'idéal de 
l'homme universel. La qualité la plus importante de l'homme universel 
et complet est le fait que son activité fondamentale et la plus humaine, à 
savoir son travail, ne constitue pas pour lui une contrainte, qu'il n'est 
plus un simple moyen de subsistance, mais aussi un besoin vital, une sorte 
d'activité volontaire et libre, donc, une activité spontanée; un travail 
créateur, source de joie, où l'homme met toutes ses qualités, toute la 
richesse de sa personnalité. La notion d'activité créatrice implique la 
coopération harmonieuse des énergies physiques et intellectuelles, en un 
mot, la participation de l'homme tout entier. Le travail créateur, méme 
Si c'est un travail physique, est plus que le simple travail des muscles, 
c'est une activité commandée par l'intelligence, l'imagination et les sen- 
timents; l'ouvrier créateur est maître des facteurs intellectuels de son 
travail, il connaît les rapports existant entre son propre travail et l'en- 
semble du processus de production, il est conscient de l'importance 
sociale de son travail. Le produit de son travail ne lui est pas indifférent, 
car il ne représente pas à ses yeux une simple valeur marchande, privée 
de toute relation humaine: c'est une création humaine, un produit fait 
pour satisfaire les besoins (matériels, intellectuels, esthétiques) de ses 
semblables. De cette facon, gráce à son travail et à son produit, l'homme- 
créateur est lié par mille liens à la Société, au monde, à ses semblables, et 
c'est justement cela, à savoir cette polyvalence des conditions et des 
rapports humains conscients, clairs et naturels, qui constitue le contenu 
essentiel de la polyvalence de l’homme. 

Pour que le travail ne soit pas une espèce d’aliénation pour l’homme, 
mais une activité spontanée lui permettant de se réaliser lui-même, il 
faut que l'homme soit en mesure de le choisir en toute liberté, en dehors 
de toute contrainte, de toute circonstance hostile, indépendante de sa 
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volonté. Nous ne pouvons nous réaliser nous-mêmes, developper notre 
personnalité au maximum que dans un travail adapté à nos capacités, ré- 
pondant à nos intérêts. Mais une telle situation n'est possible que si l'édu- 
cation elle-même est polyvalente, susceptible de favoriser l’&panouisse- 
ment des qualités individuelles, si on ne décide pas trop tôt du destin, ou 
de la carrière d'un individu, à un âge où les qualités de l'homme ne se 
manifestent pas encore. Il va sans dire que le niveau de l’évolution et de 
l'organisation socio-économiques doit atteindre un degré tel que l'on 
puisse coordonner l'intérét individuel avec l'intérét de la société. 
L'homme universel, méme s'il ne sait pas tout, n'est pas tenu de se 
cantonner pendant toute sa vie dans un seul domaine d'activité, méme 
s'il a choisi librement ce dernier. Tout en restant dans les limites de ses 
capacités, il peut passer d'un domaine d'activité à l'autre. Comme on 


- l'a vu, le changement des sphères d'activité est une loi du développement 


scientifique et technique, ce n'est pas simplement une question de dispo- 
sitions, de préférences. Or sous ce rapport également, l'intérêt de la 
société doit coincider de plus en plus avec l'intérét de l'homme, ses dis- 
positions et ses préférences individuelles. Méme si, de nos jours, cette 
coincidence, cette harmonie se heurtent encore à des obstacles objectifs 
(notamment, l'insuffisance relative du développement des forces produc- 
trices), une organisation toujours plus poussée, scientifiquement fondée 
du processus socio-économique serait davantage en mesure d'assurer cette: 
condition fondamentale de l'universalité, de la liberté, de la totalité hu- 
maines. L'homme doit étre capable, tout en restant à l'intérieur de ses li- 
mites, de changer non seulement successivement, mais aussi simultané- 
ment; de domaine d'activité c'est là aussi une conséquence objective de 
l'évolution technique et sociale. C'est que la durée du travail a déjà 
diminué et continue à diminuer. 

De nos jours déjà, les sociologues et les pédagogues sont nombreux à se 
pencher sur le probléme de l'utilisation des loisirs, et l'importance du 
probléme ne cesse de croître. L'idée que l'on travaille pendant “Ja durée 
du travail” et qu'on se distrait pendant “les loisirs" est encore largement 
répandue. Mais cela n’est plus entièrement vrai de nos jours et ce le sera 
de moins en moins à l'avenir. Il sera difficile de faire la différence entre 
travail et plaisir: le travail deviendra un plaisir et de son côté, le plaisir 
pourra être cherché dans le travail. Il est souvent arrivé dans le passé, 
Comme il arrive aussi de nos jours qu'on exerce une activité artistique 
ou scientifique importante en dehors des heures consacrées au travail 
quotidien régulier, ou bien que des artistes et des savants profession- 
nels” s’adonnent à une activité physique créatrice pendant leurs loisirs. 
L'alternance des différentes sortes d'activités créatrices deviendra un 
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phénomène de plus en plus répandu à l'avenir. La capacité de l'homme de 
passer d'une sphére d'activité à une autre, de changer d'activité, ne 
dépend que de son éducation, de la possibilité qu'il a eue d'atteindre la 
plénitude de son développement humain. 

Les classiques du marxisme avaient une conception précise et claire de 
la pédagogie susceptible de former l'homme universel, dont nous venons 
de parler, l'homme créateur, capable d'unir le travail intellectuel au 
travail physique, “le travail de la tête” à celui de la main, de changer d’ac- 
tivité conformément à ses intéréts individuels et à ceux de la société. Le 
principe fondamental de cette pédagogie est donc de trouver un lien entre 
l'éducation et l'enseignement d'une part, la production et le travail de 
l'autre. 

Tout en condamnant sévérement l'exploitation capitaliste du travail 
des enfants, les classiques du marxisme ont, de tout temps, considéré le 
travail — c'est-à-dire une activité productrice — adapté à l’âge de l'enfant 
et exécuté dans des conditions appropriées, comme un moyen d'éducation 
indispensable. Lénine a formulé cette exigence de la pédagogie de la 
manière suivante: “... l'idéal de la société de l'avenir ne peut être ima- 
giné sans la coordination de l'enseignement et du travail producteur de 
la jeune génération; et, sans un enseignement et une formation intellectu- 
elle parallèles, le travail producteur ne pourrait atteindre le niveau qu'exi- 
ge, de nos jours, l'état actuel de la technique et des connaissances scien- 
tifiques.”4) 

Il souligne que le travail de l'enfant dans la production ne doit pas être 
jugé du point de vue de la production, mais du point de vue de Véduca- 
tion, du “développement général et universel de l’homme.” Les rapports 
de la pédagogie avec la production s’élargissent chez Lénine pour devenir 
ceux de l'éducation, de l'école, de l'enseignement et, en général, de la 
vie avec la lutte pour la nouvelle société. “Nous ne croirions pas à l'en- 
seignement, à l'éducation, à l'instruction, s'ils étaient relégués au fond 
des écoles et détachés de la vie tumultueuse." “La Fédération des Jeu- 
nesses Communistes doit co-ordonner la formation intellectuelle, l'en- 
seignement et l'éducation avec le travail des ouvriers et des paysans; il 
ne faut pas qu'elle se borne aux écoles, ni moins encore à la lecture de 
livres et de brochures communistes." 5) 

Les constatations des classiques du marxisme concernant la coordina- 
tion de l'éducation et de la production, de l'école et de la vie, demeurent 
des théses applicables à l'activité pédagogique et éducative de nos écoles; 
la mesure et les formes de leur réalisation dépendent des conditions 
concrétes. Une éducation polyvalente est le contraire de la spécialisation 
prématurée des enfants, L'éducation ne peut être polyvalente que si elle 


L’IDEAL HUMAIN DE LA PEDAGOGIE SOCIALISTE 267 


permet le développement maximum de toutes les qualités de chaque en- 


fant. C'est pourquoi, selon notre point de vue, il est indispensable que, 


Chaque fois que les conditions nécessaires le permettent, les enfants reçoi- 
vent, jusqu'à l’âge de seize ans environ, une formation générale, embras- 
sant tous les domaines essentiels de la culture et de l'activité de l'humani- 
té, et développant en méme temps toutes les fonctions psychiques et in- 
tellectuelles fondamentales de l'homme. En méme temps, à l'aide d'acti- 
vités librement choisies, il faut assurer l'éclosion, le libre épanouissement 
et le développement des qualités individuelles. 

Les classiques du marxisme considerent la formation polytechnique des 
éléves comme un devoir important et organique de la formation générale; 
selon Lénine, c'est une formation qui se propose de faire connaitre aux 
élèves toutes les branches principales de la production, théoriquement 
et pratiquement. 

A l'opposé de l'éducation monotechnique, la conception de l'éducation 
polytechnique signifie qu'il faut permettre à l'homme de choisir librement 
ses domaines d'activité conformément à ses capacités, d'étre capable de 
changer d'activité chaque fois que l'intérét de la société et le sien propre le 
désirent. L'alliance de l'enseignement et de la production, de l'école et dela 
vie, comme nous venons de le voir, est un moyen de la formation complexe 
de l'homme et non pas celui d'une simple formation professionnelle, d'une 
spécialisation. Le travail producteur de l'enfant doit aussi étre caractérisé 
par la variété, par le respect de l'esprit et par des sciences: le travail 
producteur doit, en effet, contribuer à la formation “dun horizon large, 
d'opinions et de coutumes variées.” 9) 

Mais, en méme temps, il faut voir clairement que la formation complexe 
n'est le contraire que de la spécialisation prématurée et d'esprit étroit 
de l'enfant, et non pas de la spécialisation en général. Les hommes ne 
Sont pas tous semblables, il ne faut pas les cantonner dans une spécialité 
unique, vouloir les uniformiser, mais il faut découvrir leurs qualités indi- 
viduelles, et, à l’aide d’une éducation appropriée, les faire parvenir au 
point le plus haut de leur développement. Ce que les intérêts de la société 
exigent par ailleurs. La conception selon laquelle la division du travail 
cessera d'exister une fois pour toutes, — ne serait-ce qu'au stade du com- 
munisme — est complétement erronée. Lorsque les classiques du marxisme 
parlent de la nécessité de liquider la division du travail, ils entendent 
toujours par cela, la liquidation de la division du travail fondée sur la 
propriété privée et non pas la liquidation de la division du travail en io 
que telle. L'ancienne division du travail, analysée par Engels, qui fait 
qu'un tel devient paysan, tel autre bottier, ouvrier d’usine, ou spéculateur 
de Bourse” ?) disparaîtra en effet complètement. L'automation de tous 
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les processus de la production aboutit, méme à l'intérieur des usines, à la 
fusion des spécialités et en détruisant les anciennes catégories, elle créera 
de nouvelles spécialités d'un plus haut degré. La division du travail n'en 
continuera pas moins à exister mais à un niveau plus élevé, voire méme 
à s'élargir. 

La formation spéciale (formation professionnelle) doit suivre le déve- 
loppement et l'épanouissement des dispositions particulières. Certains de 
ses éléments (nous pensons ici aux matiéres et occupations spéciales fa- 
cultatives) doivent étre intégrés (une fois les connaissances fondamen- 
tales - lecture, écriture, calcul, orientation dans l'espace et le temps - soli- 
dement assimilées) dans la formation générale afin qu'on puisse mettre à 
l'épreuve, découvrir et observer les qualités et les dispositions de l'enfant. 
Mais, jusqu'à la manifestation définitive des qualités individuelles, c'est- 
à-dire jusqu'à l’âge de 14 à 16 ans, la formation générale doit prédominer. 
Puis, la formation spéciale, appelée à développer les qualités individuelles, 
doit graduellement passer au premier plan, mais de manière à ce que la 

_ formation générale se poursuive également. Nous acceptons le point de 
vue des deux grands savants communistes, Langevin et Wallon, selon 
lesquels “la formation du travailleur ne peut, en aucun cas nuire à la for- 
mation de l'homme. Elle doit apparaitre comme une spécialisation com- 
plémentaire d'un large développement humain’’.8) 

Nous avons déja vu que le contenu principal de l'universalité telle que 
nous la comprenons, réside dans la richesse des rapports réels de la pro- 
duction, des conditions et des relations sociales de l’homme. A la base de 
notre pédagogie, il y a ce principe que l'individu est, avant tout, membre 
de la communauté socialiste et, en même temps — et justement par lá — un 
individu unique, inimitable, riche et libre. L'exploitation, la satisfaction 
des intérêts individuels, l'isolement des masses et des luttes sociales pro- 
gressistes rendent la personnalité étroite, unilatérale, l’alienent de son 
essence humaine, tandis que, la vraie communauté humaine, celle dans 
laquelle l'homme ne peut exploiter l'homme, où, sur le plan social, tous 
sont égaux, et où l'importance de l'homme est déterminée par le travail 
qu'il exécute pour la société, permet le développement libre et riche des 
dispositions individuelles, des qualités et des penchants. Cette éducation 
complexe doit contribuer par tous les moyens dont elle dispose, à déve- 
lopper d'une facon empirique, les conditions, les relations et les rapports 
sociaux de l'homme et à les rendre conscients. Faire de l'homme un mem- 
bre conscient de la collectivité, pour qu'il sente que la société, le peuple, 
l'humanité progressiste et lui-méme ne font qu'un — tel est le processus 
synthétique de la pédagogie polyvalente, processus qui donne son sens à 
toute action pédagogique. 
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THE IDEAL OF MAN IN SOCIALIST EDUCATIONAL THOUGHT 
by Gyérey ÁcosroN, Szeged 


Socialist educational thought has adopted the valuable legacy — the ideal of the 
totality and universality of man — inherited from the history of philosophy and 
education. At the same time it is improving this ideal with new content 
and transforming it into a real educational aim which is to be reached. À 

According to Marxist thought, the development of man is basically determined 
by the nature of the division of labour, by property relations and by the existing 
conditions of production. The idea of universality requires, above all, the existence 
of large-scale industry using modern machines, and the disappearance of the in- 
human division of labour connected with private property which uses the working 


power of others. l 3 
The most important quality of the universal, complete man is the fact that his 
fundamental, most human activity, his work, is not a burden forced upon him. It 
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is no longer simply a means of subsistence but also a vital necessity, a sort of free, 
creative activity, a source of joy into which he puts all the wealth of his personality, 
The idea of creative activity involves the harmonious cooperation of his physical 
and intellectual energies. Creative man is linked to the world, to society and to others 
in a thousand ways, and it is precisely this multiplicity of conditions and conscious 
human relations which makes up the essential fibre of the totality of man. 
Universal man does not have to confine himself for his whole life to one single 
field of activity, even if he has chosen it freely. Whilst keeping within his capabilities 
he may change simultaneously and successively from one field of activity to another. 
But it is not simply a question of preference, it is also the law of modern scientific 
and technical development and the law of the intelligent utilisation of leisure time. 
The basic principle of socialist educational theory, with its task of achieving the 
aim of the totality of man, is to find a link between education and teaching on one 
hand, and life and productive work on the other. An all-round education is the 
opposite of premature specialisation among children. Education can only be all- 
round if it allows for the maximum development of all the abilities of each child. 
But at the same time it is important to see clearly that universal training is the 
opposite only of premature specialisation and not of specialisation in general. 
Special training (vocational training) should follow the development and broadening 
of individual learning, that is to say, general education should predominate up to 
the age of 16. 
Everything possible should be done in education to establish multilateral links 
between children and the world, and with all the essential activities of socialist 
democracy as is being carried out by the process of collective education. 


^ 
DAS MENSCHENIDEAL DER SOZIALISTISCHEN PÁDAGOGIK 
von GvónGv Acoston, Szeged 


Die sozialistische Pádagogik hat sich das ihr aus der Geschichte der Philosophie 
und Pädagogik überkommene wertvolle Erbe des Ideals der Totalität und Univer- 
‚salität der Entwicklung des Menschen zu eigen gemacht und es zugleich mit neuem 
Inhalt erfüllt und in eine echte pädagogische Zielvorstellung umgeformt, die 
es zu verwirklichen gilt. Dem Marxismus zufolge ist die Entwicklung des Men- 
Schen grundsätzlich durch den jeweiligen Charakter der Arbeitsteilung, die Be- 
sitzverháltnisse und bestehenden Produktionsbedingungen bestimmt. Die Ver- 
wirklichung der Universalität des Menschen setzt vor allem die Existenz groBer 
moderner Industrien und das Verschwinden der an Privateigentum und Ausbeutung 
gebundenen Arbeitsteilung voraus. Die wichtigste Eigenschaft des allseitig und 
total entwickelten Menschen besteht darin, daß er seine wesentlichste Aufgabe, die 
Arbeit, nicht mehr als Zwang empfindet. Die Arbeit ist ihm nicht mehr nur bloße 
Existenzbedingung, sondern Lebensbedürfnis, eine freie und schöpferische Tätigkeit, 
eine Quelle der Freude, für die er den ganzen Reichtum seiner Persönlichkeit ein- 
setzt. Der Begriff der schöpferischen Tätigkeit erfordert ein harmonisches Zusam- 
menspiel der physischen und intellektuellen Kräfte, Der schöpferische Mensch ist 
durch tausend Bande mit seiner Umwelt, der Gesellschaft und seinen Mitmenschen 
verbunden, und es ist gerade diese Vielseitigkeit der Bedingungen und bewußten 
menschlichen Beziehungen, die den eigentlichen Inhalt der Totalität des Menschen 


A A A A ii 


WISSENSCHAFTLICH-TECHNISCHE REVOLUTION UND SCHULE 271 


ausmachen. Der allseitig entwickelte Mensch muß sich nicht sein ganzes Leben lang 
in einem einzigen Tätigkeitsbereich abkapseln, selbst wenn er ihn freiwillig gewählt 
hat. Innerhalb der Grenzen seiner Fähigkeiten kann er vielmehr von einem in den 
anderen Bereich überwechseln. Dies ist jedoch nicht nur eine Frage der jeweiligen 
persönlichen Vorliebe, sondern entspricht der Gesetzmäßigkeit der modernen wis- 
senschaftlichen und technischen Entwicklung und der intelligenten Nutzung der 
Freizeit. Das Grundprinzip der sozialistischen Pädagogik bei der Verwirklichung 
des Zieles der Totalität der Entwicklung des Menschen besteht darin, eine Verbin- 
dung zwischen Erziehung und Unterricht einerseits und zwischen Leben und pro- 
duktiver Arbeit andererseits herzustellen. Eine vielseitige Ausbildung ist das 
Gegenteil der verfrühten Spezialisierung der Kinder. Eine Ausbildung kann jedoch 
nur vielseitig sein, wenn sie die größtmögliche Entwicklung aller Fähigkeiten jedes 
Kindes ermöglicht. Zugleich darf jedoch nicht übersehen werden, daß die allseitige 
Ausbildung nur die verfrühte Spezialisierung, nicht aber Spezialisierung überhaupt 
ablehnt. Die spezielle berufliche Ausbildung muß der Entwicklung und Förderung 
der besonderen Anlagen folgen, d.h. die allgemeine Bildung sollte bis zum 16. 
Lebensjahr überwiegen. Die Pädagogik muß ihr möglichstes tun, um die vielfachen 
Beziehungen der Kinder zu ihrer Umwelt und zu den wichtigsten Bereichen der 
sozialistischen Demokratie zu fördern. Dies ist im Rahmen der kollektiven Erzie- 


hung gewährleistet. 


DIE WISSENSCHAFTLICH-TECHNISCHE REVOLUTION 
UND DIE SOWJETISCHE SCHULE }) 


von A. M. ArsEn’Ev, Moskau 


Die wissenschaftlich-technische Revolution der Gegenwart ist gekenn- 
zeichnet durch eine zunehmende Flut von Informationen, die wachsende 
Rolle theoretischen Wissens gegenüber beschreibenden und informativen 
Kenntnissen, die rasche Verkürzung der Zeitspanne zwischen einer wis- 
senschaftlichen Entdeckung und ihrer praktischen Anwendung sowie 
durch tiefgreifende Veränderungen des Charakters der Arbeit und der 
berufs- und qualifikationsmäßigen Zusammensetzung der an der gesell- 
schaftlichen Produktion Beteiligten. A 

Der Umfang der wissenschaftlichen Informationen verdoppelt sich 
gewöhnlich alle 8 bis 10 Jahre. Die zunehmende Bedeutung theoretischer 
Kenntnisse ist verbunden mit der wissenschaftlichen Erforschung der 
tiefsten Gesetzmäßigkeiten im Aufbau der Materie und der Mechanismen 
physischer, chemischer und biologischer Prozesse, die der unmittelbaren 
Sinneswahrnehmung nicht zugänglich sind. Ausschlaggebend sind Diszi- 
plinen der modernen Wissenschaft wie die Elementarteilchenphysik, A- 
tomkernphysik, Festkörperphysik, Weltraumforschung, Kybernetik, Mo- 
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lekularbiologie u.a. Diese Zweige der Wissenschaft weisen einen hohen 
Abstraktionsgrad und einen iiberaus komplizierten theoretischen Apparat 
auf, 

Wie sich die Zeitspanne zwischen einer wissenschaftlichen Entdeckung 
und ihrer praktischen Verwendung verkiirzt, ist aus folgenden Gegeniiber- 
stellungen ersichtlich: Seit der Entdeckung der Elektrizität (Galvani) bis 
zur Errichtung des ersten Kraftwerkes mußten etwa 100 Jahre vergehen, 
jedoch der erste Atomreaktor wurde lediglich drei Jahre nach dem ersten 
Gelingen der Urankernspaltung gebaut. Seit der Entdeckung der Mög- 
lichkeit des Photografierens bis zu ihrer Verwirklichung mußten 102 Jahre 
verstreichen; jedoch die Herstellung des Transistors und Lasers nahm 


lediglich 5 Jahre in Anspruch. Solche Beispiele kann man endlos fortsetzen. * 


Heute wetteifern wissenschaftliche und Produktionsvereinigungen aller 
hochentwickelten Länder um die Beschleunigung der wissenschaftlich- 
technischen Neuaufrüstung der Volkswirtschaft. 

Die Veränderungen des Charakters der Arbeit und der berufs- und qua- 
lifikationsmäßigen Zusammensetzung der an der gesellschaftlichen Pro- 
duktion Beteiligten führen zur völligen Abschaffung schwerer körperlicher 
und schließlich überhaupt jeglicher unqualifizierter Arbeit, zur Erweite- 
rung der geistigen Funktionen in der Arbeit von Facharbeitern und ihre 
Annäherung an die Arbeit des ingenieur-technischen Personals sowie zur 
Steigerung der Anzahl von Geistesschaffenden unter den Beschäftigten 
überhaupt. 

Diese Prozesse treten bei der Gegenüberstellung der Tätigkeit eines 
Maschinenarbeiters und eines Einrichters in der modernen automatisierten 
Produktion besonders deutlich zutage. Die Automation erhebt den Ein- 
tichter von modernen Anlagen zu einer Zentralfigur der Produktion, 
wobei sie die Zahl der Arbeiter anderer Berufe auf ein Mindestmaß redu- 
ziert. Eine exakte Messung der Arbeitszeit von Arbeitern dieser Berufe 
erwies, daß 14 Prozent der Arbeitszeit eines Maschinenarbeiters auf die 
eigentliche geistige Arbeit entfallen, wobei er in der restlichen Zeit sowohl 
mit körperlicher als auch mit geistiger Arbeit beschäftigt ist. Beim Ein- 
Pick dagegen entfallen 83 Prozent seiner Arbeitszeit auf geistige Tätig- 

eit. 

Die Zunahme der spezifischen Bedeutung der Geistesschaffenden in der 
Gesamtzahl der Beschäftigten wird in der UdSSR durch folgende Zahlen 
charakterisiert: Die Bevélkerung der UdSSR ist in den letzten 40 Jahren 
(von 1926 bis 1966) um 58 Prozent gewachsen (von 147 auf 232 Mill.). 
Die Zahl der Geistesschaffenden ist auf das 10fache (von 2, 6 auf 26 Mill.), 
die Zahl der diplomierten Fachkráfte mit Fach- und Hochschulbildung 
auf das 26fache (von 0,5 auf 13 Mill.) gestiegen.2) Ahnliche Prozesse gehen 
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in größerem oder kleinerem Maße auch in anderen Ländern vor sich. Diese 
Zahlen zeugen von den tiefgreifenden Veränderungen des Charakters der 
modernen wissenschaftlichen Kenntnisse und in ihrer Rolle in der gesell- 
schaftlichen Entwicklung. 


Ausdehnung der Mittelschulbildung und Hebung ihres Niveaus 

Es ist nur zu verständlich, daß die Schule, die das Morgen eines Volkes 
vorbereitet, diese Veränderungen nicht außer Acht lassen darf. 

Die sowjetische Pädagogik zog aus diesen Veränderungen die erste 
Schlußfolgerung, indem sie die Lebensnotwendigkeit der allgemeinen 
Mittelschulbildung für jeden jungen Menschen erkannte. In den vorausge- 
gangenen Jahren war die allgemeine Mittelschulbildung das sozialistische 
Ideal, auf das die gesamte Entwicklung der sowjetischen Schule abzielte, 
um jedem jungen Menschen alle Wege im Leben zu öffnen, die äußeren 
Hindernisse zu beseitigen und Schranken wegzuräumen, mit denen die 
herrschenden Klassen den Werktätigen den Weg zur Bildung versperrten, 
Dieser Humanismus der sowjetischen Schule erlebt jetzt seine Weiterent- 
wicklung, da wir uns derallgemeinen Mittelschulbildungnähern. Die wissen- 
schaftlich-technische Revolution erhöht die soziale Bedeutung der allgemei- 
nen Mittelschulbildung, indem sie diese aus einem Ideal und einer Entwick- 
lungsperspektive der sowjetischen Schule in eine Lebensnotwendigkeit 
verwandelt. Unter den heutigen Bedingungen der wissenschaftlich-tech- 
nischen Revolution wird die allgemeine Mittelschulbildung zur notwendi- 
gen Bedingung der Berufsmeisterung auf beliebigem Niveau, gleichgültig 
ob es sich um einen Facharbeiter oder Fachmann mit Fach- bzw. Hoch- 
schulbildung handelt. 

L. I. Breshnew wies 1968 auf dem Unionslehrerkongreß darauf hin, 
daß bereits heute ein Industriezweig wie der Maschinenbau für 80 Prozent 
der Berufe eine Vorbereitung im Umfang der Fach- baw. Mittelschule 
erfordere. “Das Wissen und der menschliche Genius”, sagte L. I. Bresh- 
new, “werden in unserer Zeit zur wichtigsten Quelle des Fortschritts und 
der Stärke eines jeden Landes”. : 

Die Verwirklichung der allgemeinen Mittelschulbildung wird in der 
UdSSR gegenwürtig im groBen und ganzen durch folgende Zahlen cha- 
rakterisiert: Etwa 80 Prozent der Schüler, einschließlich der Sitzenbleiber, 
die in die erste Klasse aufgenommen worden waren, absolvieren die 
Achtklassenschule, 82 Prozent setzen die allgemeine Bildung nach Ab- 
schluß dër Achtklassenschule fort.) Diese Zahlen zeugen von beträchtli- 
chen Erfolgen in der allgemeinen Mittelschulbildung (vor dem Großen 
Vaterländischen Krieg setzten nur 40 Prozent der Abgänger der Sieben- 
klassenschule ihre Bildung in den oberen Klassen fort), sowie vom Um- 
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fang der zur Verwirklichung der allgemeinen Mittelschulbildung nach zu 
leistenden Arbeit. Indem die sowjetischen Pädagogen sich konsequent für 
die allgemeine Mittelschulbildung einsetzen, sind sie sich dessen bewußt, 
daß die sowjetische Schule vor dem schwersten pädagogischen Problem, 
nämlich der immer breiteren Erfassung schulpflichtiger Kinder durch den 
Unterricht in den oberen Klassen der Mittelschule und ihr gleichgestellten 
Lehranstalten bei gleichzeitiger Erhöhung des Bildungs- und Kulturni- 
veaus der Mittelschulabgänger, steht. Das ist eine widerspruchsvolle 
Aufgabe, doch ist dieser Widerspruch vom Leben selbst bestimmt und 
muß gelöst werden. In keinem anderen Staat der Welt hat die Schule bei 
der Lösung dieser Aufgabe bereits solche Fortschritte gemacht wie in der 
Sowjetunion. In einigen Ländern, wie z.B. in Frankreich, England, der 
Bundesrepublik Deutschland u.a. ist die allgemeinbildende Mittelschule 
nach wie vor eine elitäre Schule, in die aufgrund der Ergebnisse von 
Aufnahmeprüfungen (bzw. aufgrund von Angaben über die sogenannte 
geistige Begabung) nur besonders gut vorbereitete Schüler aufgenommen 
werden. Das sind in der Regel Kinder besonders wohlhabender Eltern. In 
anderen Ländern wieder, wie z.B. in den USA, Japan und einer Reihe 
skandinawischer Länder ist die volle Mittelschule einem breiteren Kreis 
von Jugendlichen zugänglich, die die unteren Mittelschulklassen absol- 
viert haben. So haben 1967 in den USA 2,8 Millionen Schüler oder 73 
Prozent aller Siebzehnjährigen die volle Mittelschule (12 Jahre) absolviert. 
Nahezu 70 Prozent der Jugendlichen wurden in Japan durch den Unter- 
richt der oberen Klassen der Mittelschule erfaßt.) Das ist zweifellos ein 
hoher Prozentsatz der Erfassung durch den Unterricht in den oberen 
Klassen. Aber trotzdem wird in diesen Ländern eine vollwertige Allge- 
meinbildung nur für einen Teil der Schüler verwirklicht, da die Klassen 
der Mittelschule in Abteilungen mit unterschiedlichem Bildungsniveau 
(akademische, Berufsbildung u.a.) gegliedert werden, und in den USA 
darüber hinaus noch weitgehend das Wahlprinzip beim Aufbau der Lehr- 
pläne verwendet wird (die meisten Unterrichtsfächer werden von den 
Schülern selbst gewählt). Berufsabteilungen dieser Schulen sind ihrem 
Charakter nach mit gutem Grund unter die Berufsschulen einzustufen, 
die keinen Weg zur Hochschulbildung öffnen. 

Diese Organisation der allgemeinbildenden Mittelschule ist nicht de- 
mokratisch genug (Kinder von weniger wohlhabenden Eltern erhalten 
eine unzulängliche Bildung), vom pädagogischen Standpunkt unberech- 
tigt (bereits 15jáhrige Kinder müssen sich im Hinblick auf ihre künftigen 
Berufe für bestimmte Schultypen bzw. -zweige entscheiden) und wider- 
spricht einer der Haupttendenzen des sozialen und wissenschaftlich- 
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technischen Fortschritts, nämlich der Tendenz zur Verbindung geistiger 
und körperlicher Arbeit in der produktiven Tätigkeit der Menschen. 

Die Verbindung einer immer breiteren Erfassung der schulpflichtigen 
Kinder durch den Unterricht in den oberen Klassen mit der Erhöhung 
des Kultur- und Bildungsniveaus der Abgänger der Mittelschule wird im 
sowjetischen Schulsystem gewährleistet durch: 

a) die Einfiihrung eines fiir alle Schiiler unter 17 Jahren obligatorischen 
gesamtstaatlichen Minimums an allgemeinbildenden Kenntnissen, die 
die allseitige Entwicklung der Interessen und Fähigkeiten schulpflichtiger 
Kinder und ihre Vorbereitung auf eine bewuBte Berufswahl gewährleisten ; 

b) ein mannigfaltiges System von vorbeugenden MaBnahmen gegen 
das Leistungsversagen bei Schiilern und zur Uberwindung des Sitzen- 
bleibertums; 

c) die Teilnahme am fakultativen Unterricht in einzelnen Fächern je 
nach Wahl der Schüler zur Entwicklung ihrer individuellen Interessen 
und Fähigkeiten sowie zum eingehenderen theoretischen und praktischen 
Studium dieser Fächer durch besonders fortgeschrittene Schüler. 


Einführung eines obligatorischen Minimums allgemeinbildender Kenntnisse 

Das obligatorische Minimum an allgemeinbildenden Kenntnissen (der 
Kernlehrplan) bildet den Hauptinhalt des Lehrplans der Mittelschule; der 
Umfang der Kenntnisse in den meisten Unterrichtsfächern dieses Lehr- 
plans entspricht dem Weltstandard der Mittelschulbildung. 94 Prozent 
der gesamten Unterrichtszeit von 10 Schuljahren sind für die Bewälti- 
gung dieses Lehrplans vorgesehen. Sogar in den oberen Klassen (VII-X), 
in denen die Schiiler einen Teil der Unterrichtszeit der Arbeit in den von 
ihnen selbst gewählten Fächern widmen, sind 87 Prozent der Unter- 
richtszeit für die für alle Schüler obligatorischen Fächer vorbehalten. 

Im Rundschreiben des Unterrichtsministers der UdSSR (vom 8.1V.67) 
über die Gestaltung des fakultativen Unterrichts im Schuljahr 1967-1968 
hieB es, der Hauptlehrplan beinhalte das staatliche Minimum, das jeder 
Schüler erlernen muB. Die vorrangige Aufgabe der Schule bestehe darin, 
die Kenntnisse der Schüler in diesem Umfang in der nächsten Zeit zu 
verbessern. 


Maßnahmen gegen Schulversagen und Sitzenbleibertum 

Da die Veränderungen des Charakters der Kenntnisse im Sinne der 
wissenschaftlich-technischen Revolution nachstehend behandelt werden, 
soll jetzt nur auf die heutigen Aufgaben bei der Vorbeugung gegen das 
Leistungsversagen und zur Uberwindung des Sitzenbleibertums einge- 
gangen werden, Die sowjetische Schule hat diesen Aufgaben schon immer 
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eine auBerordentliche Bedeutung beigemessen. Es handelt sich dabei in 
der Regel um Kinder, die aus ungiinstigen Familienverhältnissen stam- 
men, um Schwierigkeiten beim Erlernen des Unterrichtsstoffs, auf die 
solche Kinder in der Mittelschule stoßen, sowie um Hilfeleistung für 
diese zurückgebliebenen Kinder. 

Folgende Angaben über die Senkung der Zahl von Sitzenbleibern ver- 
anschaulichen die Erfolge der sowjetischen Schule auf diesem Gebiet: 

In den Jahren 1925 bis 1927 blieben regelmäßig 18 bis 20 Prozent aller 
Schüler sitzen. 1925 bis 1937 waren es 13 Prozent und in den Jahren 1955 
bis 1957 nur noch 7 Prozent. Im Schuljahr 1962/63 konnte die sowjetische 
Schule diese Quote auf ganze 4 Prozent reduzieren. In den darauffolgen- 
den Jahren ist sie gleich groß geblieben.5) Die Senkung der Sitzenbleiber- 
quote von 18 auf 4 Prozent der Schüler ist zweifellos ein Erfolg, doch die- 
se Zahlen besagen auch, daß das Problem vorbeugender Maßnahmen ge- 
gen das Leistungsversagen und zur Überwindung des Sitzenbleibertums 
noch nicht ins Archiv gehört. Bei 49 Millionen Schülern der allgemein- 
bildenden Schule machen diese 4 Prozent nahezu 2 Millionen Kinder pro 
Jahr aus. Die sowjetische Pädagogik lehnt es ab, das Sitzenbleibertum 
durch Lossagung vom obligatorischen Minimum allgemeinbildender 
Kenntnisse zu überwinden (in der sowjetischen Schule ist nur das Lei- 
stungsversagen in Musik, Zeichnen und Sport kein Grund, einen Schüler 
sitzenbleiben zu lassen). Die sowjetischen Pädagogen lehnen es ebenfalls 
ab, diese 4 Prozent für eine Grenze zu erklären, die nicht unterschritten 
werden kann. Selbstverständlich wird es immer eine bestimmte Anzahl 
von Schülern geben, die sitzenbleiben (wegen einer längeren Krankheit, 
bzw. weil sie aus irgendeinem anderen triftigen Grund dem Unterricht 
fernbleiben mußten usw.). So hat das Unterrichtsministerium der Ukrai- 
nischen SSR 1960 eingehend untersucht, warum die Schüler der Klassen 
I. bis IV. in den Schulen des Rayons Stryi (Gebiet Lwow) sitzenblieben. 
Die insgesamt 164 Fälle des Sitzenbleibens ließen sich so einstufen: 62 
wegen Erkrankung, 17 wegen verspäteter geistiger Entwicklung (sie ge- 
hörten in Sonderschulen) und 85 wegen pädagogischer Vernachlässigung.‘) 
Die angeführten Zahlen bezeugen, daß bei eingehender Erforschung der 
Lebensverhältnisse und individuellen Charaktereigenschaften der Kinder 
noch bedeutende Bildungsreserven festzustellen sind. Dafür sprechen 
auch die Erfahrungen Tausender Lehrer, die jahrelang keine Sitzenbleiber 
haben sowie die Schwankungen des Prozentsatzes von Sitzenbleibern in 
den verschiedenen Unionsrepubliken. Beträgt dieser Prozentsatz in den 
Schulen der UdSSR allgemein 4 Prozent, so macht die Zahl von Sitzen- 
bleibern in den Schulen der Ukraine, wo man sich systematischer und 
konsequenter für die Leistungssteigerung einsetzt, lediglich 1,3 Prozent 
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aus (im Schuljahr 1967/68 besuchten insgesamt 7 326 300 Schüler die 
ukrainischen Schulen, 92 600 von ihnen blieben sitzen).? Angesichts 
dieser Tatsachen betrachtet die sowjetische Schule auch unter den Be- 
dingungen ihrer Umgestaltung im Sinne der gegenwärtigen wissenschaft- 
lich-technischen Revolution die Vorbeugung gegen das Leistungsversagen 
und die Überwindung des Sitzenbleibertums als eine der Hauptquellen 
zur Steigerung von Schülerleistungen. 


Begabtenförderung und I ndividualisierung des Unterrichts 

Es wäre jedoch ein Fehler, sämtliche Bemühungen allein darauf zu 
konzentrieren, den zurückbleibenden Schülern zu helfen und anzustreben, 
daß möglichst viele Schüler dem Unterricht im Rahmen des obligatori- 
schen staatlichen Minimums an Kenntnissen folgen können. Das würde 
zur Nivellierung des Wissens aller Schüler auf ein Durchschnittsniveau 
führen und die Bildung solcher Schüler beeinträchtigen, die besonders 
hohe Leistungen im gesamten Unterrichtsprozeß bzw. in bestimmten 
Fächern erzielen. In der Erklärung über die “Grundprinzipien der ein- 
heitlichen Arbeitsschule” (1918) 3) hieß es, es sei das Ideal der sozialisti- 
schen Erziehung, in der Persönlichkeit alle Fähigkeiten zum Dienst für die 
Gesellschaft auszubilden und jegliche Verzögerungen in der Entwicklung 
besonders Begabter zu vermeiden. Diese Notwendigkeit wurde sachlich 
wie folgt begründet: “Der Staat braucht Fachleute. Die Kinder haben 
verschiedene Neigungen und Begabungen. Die Pädagogik als solche ist 
dazu da, den Kreis der Kenntnisse allmählich zu verringern und die Auf- 
merksamkeit auf speziell ausgewählte Fächer zu konzentrieren. Ein 
Fachmann, dem alles Menschliche fremd ist, was über den Rahmen seines 
Berufs hinausgeht, ist ebensoweit vom Ideal eines gebildeten Menschen 
entfernt wie ein oberflächlicher Mensch, der von allem etwas und nichts 
gründlich weiß.” j 

Unter den Bedingungen der wissenschaftlich-technischen Revolution 
gilt es insbesondere, die allgemeinen und individuellen Voraussetzungen 
und Fähigkeiten besonders begabter Jugendlicher zu férdern und sie in 
den von ihnen gewählten Fächern besonders eingehend auszubilden (auf 
der Grundlage einer umfassenden Allgemeinbildung). Der erste Teil des 
Grundprinzips der kommunistischen Gesellschaft: “Von jedem nach sei- 
nen Fähigkeiten ..." beinhaltet nicht nur die Anerkennung der Unter- 
schiede in den Voraussetzungen und Fähigkeiten der Menschen, sondern 
auch die Aufgabe der maximalen Förderung jedes Kindes sowie von Kin- 
dern, die besonders erfolgreich lernen. Die sowjetische Schule löst das 
Problem der Ausbildung und Förderung besonders begabter Jugendlicher 
auf der Grundlage der vollwertigen allgemeinen Schulbildung aller Kinder 
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im schulpflichtigen Alter. Es ist für die sozialistische Schule unannehmbar, 
die Spezialisierung so durchzuführen, daB die Einen für kôrperliche und 
die Anderen für geistige Arbeit vorbereitet werden. 

Die sowjetische Pädagogik lehnt auch eine verfrühte Spezialisierung 
beim Erlernen der Grundwissenschaften ab. Doch bei einer umfassenden 
Bildung kommt es darauf an, besondere Fähigkeiten in bestimmten Fä- 
chern rechtzeitig zu erkennen und die Individualisierung des Unterrichtsin 
angemessener Weise zu fördern. Die Möglichkeiten der Individualisierung 
sind bei einer Klassenfrequenz von 30 bis 40 Schülern allerdings stark 
begrenzt. Darum haben die Lehrer Arbeitsgemeinschaften außerhalb 
des Klassenunterrichts eingerichtet und außerschulische Institutionen 
weitgehend einbezogen: Pionierhäuser und -paläste, Kinderbibliotheken, 
Kinderstationen für junge Techniker und Naturforscher u.a.m. Insge- 
samt gibt es in der UdSSR über 12 000 außerschulische Organisationen.?) 
Sie ermöglichen sehr nützliche Arbeitsformen mit Kindern, die besondere 
Fähigkeiten und Interessen in bestimmten Fächern bzw. für diese oder 
jene praktische Tätigkeit zeigen. Ein Mangel all dieser Formen der Indivi- 
dualisierung des Unterrichts bestand jedoch darin, daß mit ihnen nur 
ein geringer Teil der Schüler erfaßt werden konnte. Im Streben nach 
besserer Ausnutzung der Fähigkeiten der Schüler und der Ermöglichung 
eines eingehenderen Unterrichts in Fächern, in denen diese Schüler be- 
sonders hohe Leistungen aufweisen, sind in der sowjetischen Schule im 
Schuljahr 1967/68 zwei neue Formen der Bildungsarbeit eingeführt wor- 
den: 

a) der fakultative Unterricht in von den Schülern selbstgewählten 
Fächern (in den Klassen VII bis X), 

b) die Einrichtung von Schulen mit intensiverem kreativen und prak- 
tischen Unterricht in Mathematik und Rechentechnik, Physik und Radio- 
elektronik, Chemie und chemischer Technologie, Biologie und Agrobiolo- 
gie sowie in den geisteswissenschaftlichen Fächern in den Klassen IX u.X. 

Diese Formen der Individualisierung des Unterrichts erfaßten im 
Schuljahr 1967/68 bereits etwa 22 bis 25 Prozent aller Schüler der oberen 
Klassen, wobei dieser Prozentsatz wächst.10) 

Aus den bisherigen Erfahrungen kann man schließen, daß die Kollek- 
tive der Pädagogen, Schüler und Eltern die Bedeutung dieses Unterrichts 
richtig erkannt haben. Die Volksbildungsorgane bemühen sich ständig 
um eine noch vollkommenere Gestaltung dieses Unterrichts. 

Dies sind die Konsequenzen, die die sowjetische Schule aus der Not- 
wendigkeit der Anpassung der Schulbildung an die wissenschaftlich- 
technische Revolution der Gegenwart gezogen hat. 


WISSENSCHAFTLICH-TECHNISCHE REVOLUTION UND SCHULE 279 


Vorbereitung auf die Berufsausbildung 


Die Erfassung aller Kinder im schulpflichtigen Alter durch den Unter- 
richt in den oberen Klassen hat die sowjetische Schule jedoch vor ein 
weiteres Problem gestellt: Wie können die Schüler auf die Fortsetzung 
des Lernens nach Abschluß der Schule und gleichzeitig auf das Berufs- 
leben vorbereitet werden. Im “Idealfall” hat jeder Absolvent der Mittel- 
schule Aussicht auf eine Fachausbildung, denn der Bedarf an unqualifi- 
zierten Kräften nimmt rapide ab, und es werden nur hochqualifizierte 
Arbeiter benötigt. Im “Idealfall”, weil die Volkswirtschaft und insbeson- 
dere der Dienstleistungssektor gegenwärtig noch wenig qualifizierte Ar- 
beit aufweisen. Für diese Arbeit genügt eine Berufsausbildung in einem 
kurzfristigen Lehrgang bzw. unmittelbar im Betrieb, wo sie 3 bis 12 
Monate in Anspruch nimmt. Diese Arten der Berufsausbildung werden 
künftig nach und nach in den Hintergrund treten und durch die Fachaus- 
bildung der meisten Jugendlichen in stationären Lehranstalten ersetzt. 
Das System der Berufsausbildung in der UdSSR gliedert sich in drei Stu- 
fen: Die Vorbereitung von Facharbeitern in technischen Berufsschulen, 
die Heranbildung von Technikern und ihnen gleichgestellten Fachkräften 
in Fachschulen und die Ausbildung von Fachleuten höchster Qualifikation 
an Universitäten und anderen Hochschulen. 

Folgende Zahlenangaben über Absolventen und Immatrikulierte ver- 
schiedener Lehranstalten aus dem Jahr 1968 sowie die Planauflagen für 
1970 geben über die quantitative Relation zwischen den Fachkräften 
dieser drei Gruppen AufschluB: 

1968 erhielt die Volkswirtschaft der UdSSR 510 600 Fachleute mit 
Hochschulbildung,11) 902 800 mit Fachschulbildung 12) und 1 406 000 
Absolventen technischer Berufsschulen.13) 1968 wurden immatrikuliert: 
887 990 Studenten an Hochschulen,!4) 1 264 600 an Fachschulen 15) und 
1 528 000 an technischen Berufsschulen.1¢ 

1970 sollen 940 000 Studenten an Hochschulen, 1 600 000 an Fach- 
schulen und 1800000 an technischen Berufsschulen immatrikuliert 
werden. Wenn man die Zahl der Absolventen von Berufsschulen mit der 
der Achtklassenschule vergleicht (diese obligatorische Schule haben 1968 
etwa 4 400 000 Schüler absolviert), kann man die Zahlen über die durch- 
schnittliche Erfassung der Jugendlichen durch Fachlehranstalten (tech- 
nische Berufsschulen, Fach- und Hochschulen) ermitteln. Sie betragen 
nach der Zahl der Absolventen im Jahre 1968 61,5 Prozent, nach der 
Zahl der Immatrikulierten im Jahre 1969 84 Prozent und nach dem Plan 
für 1970 98,6 Prozent.1?) 


Diese Zahlen sind keine absolut genauen Werte, doch sie zeigen recht 
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liberzeugend die rasche Entwicklung der Fachausbildung. Eine Gegen- 
überstellung von Angaben über die Zahl von Fachleuten unterschiedlicher 
Ausbildungsniveaus sind in dieser Hinsicht von besonderem Interesse, 
Hochschulabsolventen bestritten 1969 ungefähr 18,5 Prozent aller Absol- 
venten von Lehranstalten, Fachschulabsolventen 33,3 Prozent und Ab-. 
solventen von technischen Berufsschulen 42,9 Prozent. 1968 wurden ent- ý 
sprechend 24,3 Prozent, 35,1 Prozent und 40,6 Prozent immatrikuliert, — 
Laut Plan fiir 1970 sollen entsprechend 21,4 Prozent an Hochschulen, — 
36,4 Prozent an Fach- und 42,2 Prozent an Berufsschulen immatrikuliert 
werden.18) Die Relation zwischen verschiedenen Niveaus der Fachausbil- | 
dung, wie sie durch die angeführten Prozentsätze gekennzeichnet wird, | , 
kann man als mehr oder weniger beständig betrachten und annehmen, daß 
sich die Zahlen der ausgebildeten Diplom-Ingenieure, Techniker und 
Facharbeiter wie 1:2:2 verhalten. 
Es sei wiederholt, daß sich diese Charakteristik auf die nicht mehr allzu 
ferne akuten c séi denn z. Zt. haben wir die allgemeine 
Mittelschulbildung noch nicht verwirklicht und die Volkswirtschaft stellt e 
noch wenig qualifizierte Arbeitskráfte ein. Die sowjetische Schule richtet — 
sich jedoch nach dieser Perspektive und entwickelt sich als eine allge- — 
meinbildende politechnische Schule, in der die Vorbereitung der Schüler 
auf die praktische Tätigkeit entsprechend der Entwicklung von Wissen- _ 
schaft und Technik und unter Berücksichtigung der Bedürfnisse der Ge- _ 
sellschaft, sowie der Fáhigkeiten und Wünsche der Schüler erfolgt. 


Reform der Bildungsinhalte und Lehrmethoden 


Weitere Probleme erwachsen der Schule aus dem Widerspruch zwischen 
der zunehmenden Bedeutung theoretischer Kenntnisse in der Struktur 
dér modernen Wissenschaften und dem notwendig “anschaulichen”” 
Charakter der Schulbildung. 1 

Im Bemühen um eine Lósung dieses Widerspruchs stieß die sowjetische 
pädagogische Forschung auf zwei Standpunkte, die unseres Erachtens i 
nach falsch sind. Eine Gruppe von Pädagogen vertritt die Meinung, es sei 
die Aufgabe der Hochschule, Studenten mit modernen wissenschaftlichen 
Konzeptionen vertraut zu machen. Die Schule dagegen müsse den Cha- 
rakter der “anschaulichen” Bildung beibehalten, die nach der goldenen Re- 
gel der Didaktik durchgeführt wird, wie sie schon Jan Amos Komenius vor 
nahezu 400 Jahren formulierte. Wenn man diesem Standpunkt folgt, ent- 
steht die Gefahr einer prinzipiellen Kluft zwischen der Schulbildung und 
der darauffolgenden Ausbildung und Selbstbildung der Jugend. Außer- 
dem treten die schwachen Seiten der “anschaulichen” Schulbildung, die 

ihre positive Rolle im Kampf gegen die scholastische Bildung gespielt hat, ] 
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immer deutlicher zutage: Sie stützt sich zu sehr auf Beschreibungen und 
Fakten und erfordert das “Búffeln” einer Unmenge von Informationen, 
die infolge der zunehmenden Flut wissenschaftlicher Daten und der 
raschen Ablösung gültiger Angaben durch neue ihre ehemalige Bedeutung 
für die Bildung eingebüßt haben. Die hauptsächliche Ausrichtung der 
Bildung auf die Vermittlung einer bestimmten Summe von Kenntnissen 
und deren Aneignung führte zu einer Vernachlässigung der Bedeutung 
der Bildung für die geistige Entwicklung der Schüler und insbesondere 
für ihre Fähigkeit zu kritischer Analyse und selbständigem Durchden- 
ken des Unterrichtsstoffs. Die Kommission der sowjetischen Akademie 
der Wissenschaften und der Akademie der pädagogischen Wissenschaften 
zur Bestimmung des Inhalts der Mittelschulbildung in der UdSSR mußte 
erkennen, daß der Unterricht in den Klassen I bis IV mit Übungen in 
ungenügend erklärten Operationen überlastet ist, die in den letzten 20 
bis 30 Jahren erforschte Erkenntnismöglichkeiten der Kinder im jüngeren 
Schulalter nicht berücksichtigen und zeitlich zu lange dauern. Im Unter- 
richt der Klassen V bis VIII spielt das Auswendiglernen von Informa- 
tionswissen eine starke Rolle. Man macht die Schüler mit den grundlegen- 
den und Kindern zugänglichen Ideen der Wissenschaften erst in den obe- 
ren Klassen vertraut, und diese kommen selbst im Unterricht der Mittel- 
schule nur wenig zur Geltung. , 

Diese “anschauliche” Schulbildung steht jedoch im Widerspruch zu 
den Veränderungen in der Struktur der wissenschaftlichen Erkenntnisse 
und bedarf deshalb einer Revision. 

Der andere falsche Standpunkt bei der Ermittlung von Möglichkeiten 
zur Überwindung des erwähnten Widerspruchs besteht in der Lossagung 
vom anschaulichen Schulunterricht und dem Streben nach der unmittel- 
baren Aufnahme von Grundbegriffen der modernen Wissenschaft in den 
Unterricht von den ersten Anfängen der Schulbildung an. Diesen Stand- 
punkt vertritt in der Literatur der bekannte amerikanische Didaktiker 
und Psychologe Jerome S. Bruner, der von der Hypothese ausgeht, man 
könne jedem Kind in jeder Entwicklungsphase ein beliebiges Fach in 
genügendem Umfang mit Erfolg beibringen. Verfechter dieses Stand- 
punktes gibt es auch unter sowjetischen Pädagogen. Diese Konzeption 
liefert zwar interessante Fragestellungen für Forschung und Versuche, 
aber sie kann noch nicht in Massenschulen praktisch verwirklicht werden 
und wurde deshalb bei der Festlegung des Inhalts der sowjetischen Schul- 
bildung abgelehnt. Indem der “anschauliche” Charakter der Schulbildung 
grundsätzlich beibehalten ist, wird in den neuen Lehrplänen der sowjeti- 
schen Schule versucht, das Mißverhältnis zwischen der Schulbildung und 
der heutigen Struktur der wissenschaftlichen Erkenntnisse auf zweierlei 
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Art zu überwinden: durch Anhebung des theoretisch-wissenschaftlichen 
Niveaus der Schulbildung und durch Stärkung der entwicklungsfördern- 
den Rolle des Unterrichts. 

Zur Erhöhung des theoretisch-wissenschaftlichen Niveaus der Schul- 
bildung wurde die Vermittlung bestimmter theoretischer Kenntnisse aus 
den oberen in die mittleren Klassen verlagert, und in jedem Fach wurden 
leitende Ideen herausgearbeitet, die die Haupttendenzen der Entwicklung 
der modernen Wissenschaft widerspiegeln und zugleich der entsprechen- 
den Altersstufe zugänglich sind. 

In der Mathematik z.B. führte dies zur Einführung des propädeutischen 
Unterrichts in Algebra in den Klassen I bis III, zur Verlagerung des Un- 
terrichts über die Anfänge der Algebra und Geometrie aus der VI. in die 
IV. Klasse, zur Überwindung der Kluft zwischen Arithmetik und Algebra, 
zu einer konsequenteren Verwirklichung des funktionellen Ansatzes in der 
Mathematik sowie einer zunehmenden Aufmerksamkeit gegenüber Be- 
griffen und Methoden der Mathematik, die für Naturkunde und Technik 
von besonderer Bedeutung sind (Koordinatenmethode, Ableitung, Inte- 
gral u.a.m.) Dem Physikunterricht wurden die Theorie des molekularen 
und atomaren Aufbaus der Materie, die molekular-kinetische und Elek- 
tronentheorie zugrunde gelegt. Der Chemieunterricht sieht eine frühere 
(zu Beginn des 8. Schuljahres und nicht erst im 9. Schuljahr) und eine 
vollständigere Behandlung des Periodizitätsgesetzes, der Lehre über den 
Aufbau der Materie und chemischer Verbindungen vor. Im Unterricht 
über organische Chemie, der auf der klassischen Theorie des chemischen 
Aufbaus der Stoffe von A. M. Butlerov beruht, werden in größerem Um- 
fang Vorstellungen über den räumlichen Aufbau der Moleküle sowie über 
die elektronische Natur chemischer Verbindungen zur Kennzeichnung 
von Mechanismen chemischer Reaktionen verwendet. Eine ähnliche Vor- 
verlagerung des theoretischen Unterrichts und die Ermittlung der grund- 
legenden Ideen, die den Lehrplan über die Grundlagen der Wissenschaften 
bestimmen, wurden auch in anderen naturwissenschaftlichen und geistes- 
wissenschaftlichen Fächern vorgenommen. 

Es versteht sich, daß diese Tendenzen in den Lehrplänen nur angedeu- 
tet sind. Für Verfasser neuer Lehrbücher und methodischer Anweisungen 
sowie für die Lehrer erwachsen umfangreiche Aufgaben bei der Verwirk- 
lichung dieser Tendenzen im praktischen Unterricht. Große Möglichkeiten 
für schöpferische Tätigkeit bieten zwei didaktische Aufgaben: Es gilt zu 
ermitteln, wie man mit Kindern in möglichst frühem Alter (unter Be- 
rücksichtigung der vorausgegangenen Vorbereitung und des Entwick- 
lungsstandes) theoretische Fragen behandeln und wie man auf den theore- 
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tischen Grundkenntnissen im späteren Unterricht angemessen aufbauen 
kann. 

Es kommt also nicht nur darauf an, den theoretischen Stoff in den 
Lehrplan der Mittelschule lediglich aufzunehmen, sondern ihn auch im 
Unterrichtsprozeß “mitwirken” zu lassen. Das wird sowohl für eine sy- 
stematische, bewuBte und eingehende Erfassung des theoretischen Stoffs 
selbst als auch aller Kenntnisse überhaupt förderlich sein. 

Mit der Erhöhung des theoretisch-wissenschaftlichen Niveaus des Un- 
terrichts ist die stärkere Betonung der entwicklungsfördernden Rolle des 
Unterrichts verbunden. Einer der Grundsätze der Pädagogik, der den 
Zusammenhang zwischen Ausbildung und Entwicklung kennzeichnet, 
beruht auf der Anerkennung der Tatsache, daß die geistige Entwicklung 
der Kinder nur auf der Grundlage des Lernens positiver Kenntnisse mög- 
lich ist. Entwicklung außerhalb des Lernens sei eine Seifenblase, schrieb 
K. D. Ušinskij. Es wäre jedoch falsch, anzunehmen, daß die Entwick- 
lung der Kinder von selbst, ungeachtet des Charakters der Ausbildung, 
ohne besondere Fürsorge von Seiten des Lehrers erfolgt. Untersuchungen 
zahlreicher Psychologen in aller Welt, u.a. auch der sowjetischen Psycho- 
logen S. J. Rubinstein, A. N. Leont’ev, G. S. Kostjuk u.a. haben über- 
zeugend erwiesen, daß ein direktes Anlernen (nach dem Prinzip “Mach’s 
mirnach") und darauf folgende Übungen in diesen angelernten Handlungen 
auf die geistige Entwicklung der Schüler einen geringen Einfluß ausüben. 
Die entwicklungsfórdernde Rolle des Unterrichts ist direkt proportional 
zu seiner Gestaltung im Sinne einer Anleitung der Schüler zu selbständi- 
gem Suchen und Denken. Deshalb ist neben der Erhöhung des theoreti- 
schen Niveaus der Schulbildung eine weitere Aufgabe von großer Bedeu- 
tung: Es gilt die Erkenntnisaktivität, die selbständige und kreative Ar- 
beit der Kinder zu fördern und mehr Probleme im Unterricht aufzuwerfen. 


Vorbereitung auf die Weiterbildung nach der Schule 

Eines der aktuellen Probleme der Stärkung dieser Erkenntnisaktivität 
der Schüler ist ihre Vorbereitung auf die Weiterbildung nach der Schule. 
Die zunehmende Informationsflut wird oft als Grund für die Verlänge- 
rung der Dauer der Mittelschule angeführt. Wir wollen hier nicht ver- 
suchen, diese Frage optimal zu lösen, es sei jedoch bemerkt, daß die 
Schule auch durch Verlängerung der Ausbildungszeit dieser Informations- 
flut nicht folgen kann, schon deshalb nicht, weil die Zunahme des Infor- 
mationsumfangs zeitlich nicht begrenzt ist, die Schulzeit aber wohl, denn 
junge Menschen müssen in einem bestimmten Alter eine selbständige 
produktive Tätigkeit beginnen. Die Zeit bis zum Antritt dieser selbstän- 
digen Tätigkeit darf — im Interesse der Gesellschaft und der Persönlich- 
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keit selbst — nicht zu lang sein. Wenn man das Problem der Bestimmung 
der Schulzeitdauer lôsen will, muB man sich von der Vorstellung frei- 
machen, Bildung hôre mit der Absolvierung der Schule auf. Um hinter 
der Entwicklung von Wissenschaft, Technik und Kultur nicht zurück- 
zubleiben, muß der moderne Mensch sein ganzes Leben lang lernen. Unter 
dieser Voraussetzung soll der Abschluß der Schulbildung lediglich den 
Übergang zu einer anderen Art der Bildung, nämlich zur Selbstbildung 
bedeuten. 

So muß man bei der Festlegung der Unterrichtsdauer in der Schule 
nicht von dem Umfang der Kenntnisse ausgehen, die der junge Mensch 
für sein ganzes Leben braucht (das ist schon längst nicht mehr möglich), 
sondern von dem Umfang der Schlüsselkenntnisse und dem Alter der 
Schüler, unter deren Berücksichtigung die Schule diesen Übergang von 
der einen zur anderen Bildungsart vorbereiten kann. Wir glauben, daß 
eine Schuldauer von 10 bis 11 Jahren und eine Schulaltersgrenze bei 17 
bis 18 Jahren die nötigen Voraussetzungen schaffen. Doch diese Konzep- 
tion erfordert eine umfassende Neuorientierung der Ausrichtung des Un- 
terrichts auf die eigene Initiative und Wahlmöglichkeiten der Schüler. 
Selbständige Arbeit bei der Lösung von Aufgaben bereitet den Schüler 
nicht auf die Selbstbildung nach der Schule vor. Sie verleiht zwar techni- 
sche Fähigkeiten und Fertigkeiten im Lesen, Zusammenstellen von Refe- 
raten und Konzepten u.a.m., sie fördert aber nicht das Bedürfnis nach 
Erweiterung der Kenntnisse und des kulturellen Niveaus auf eigene Initi- 
ative. Dabei wird die Entwicklung eines solchen Bedürfnisses neben der 
Ausbildung der Berufsfertigkeiten zu einer der wichtigsten Aufgaben der 
allgemeinbildenden Schule. 

Sämtliche Maßnahmen, die darauf abzielen, die Schulbildung mit der 
wissenschaftlich-technischen Revolution in Einklang zu bringen, konzen- 
trieren sich in der UdSSR auf zwei Aufgaben von bestimmtem Umfang 
und mit festgelegten Terminen: (1) 1970 muß im großen und ganzen der 
Übergang zur allgemeinen Mittelschulbildung aller schulpflichtigen Kin- 
der abgeschlossen werden; (2) nicht später als im Schuljahr 1970-71 muß 
der planmäßige und organisierte Übergang der Mittelschule zu den neuen 
Lehrplänen erfolgen, die den Anforderungen der Entwicklung von Wis- 
senschaft, Technik und Kultur entsprechen. 

Die Verwirklichung dieser Aufgaben stellt einen weiteren entscheiden- 
den Schritt auf dem Wege zur Erhöhung des Bildungs- und Kulturniveaus 
des sowjetischen Volkes dar. 
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LA REVOLUTION SCIENTIFICO-TECHNIQUE 
ET L'ECOLE SOVIETIQUE 


par A. M. Arsen’ev, Moscou 


rapide de l'information 


— L'éducation publique est influencée par le développement 
théoriques dans la 


Scientifique, par l'importance croissante des connaissances 
Structure des sciences modernes, par le fait de combler le vide entre l'époque des 
découvertes scientifiques et celle de leurs applications pratiques, et surtout par la 
“réalisation de changements dans le caractère du travail et dans la structure profes- 
ionnelle du domaine de la production. e 

Ces caractéristiques de progrès social, scientifique et technologique ont transfor- 
mé l'idée d'une éducation secondaire universelle d'un idéal de gens progressifs en 
. une nécessité absolue pour toute société moderne et toute jeune personne. L auteur 
— décrit une conception moderne d'individualiser l'enseignement en Union soviétique 
. Comme une combinaison de deux éléments, à savoir: d'une part: une connaissance 
totale et générale des sujets généraux imposés et d'autre part: un enseignement 
“individualisé destiné aux étudiants qui sont spécialement doués en une matière 
“Particulière de manière à leur enseigner le sujet de façon plus approfondie et à 
_ développer leurs intérêts et leurs capacités. 
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L'auteur termine en décrivant les façons d'élever le niveau théorique des con- 
naissances à différentes étapes de l'éducation scolaire. 


THE SCIENTIFIC-TECHNICAL REVOLUTION 
AND THE SOVIET SCHOOL 


by A. M. AnsEN'Ev, Moscow 


Public education is influenced by the rapid growth of scientific information, by 
the growing importance of theoretical knowledge in the structure of modern sciences, 
by bridging the gap between the time of scientific discoveries and the time of their 
practical applications, by far-reaching changes in the character of work and in the 
vocational structure of manpower in the sphere of production. 

These features of modern social, scientific and technological progress have 
turned the idea of universal secondary education from an ideal of the progressive 
peoples into a vital necessity of modern society and of every young person. The 
author describes a modern concept of individualizing teaching in the Soviet school 
as a combination of 100 per cent success in mastering required general knowledge 
and individualized instruction for students who are specially bright in one 
particular subject to give them deeper knowledge in the subject and to develop 
their interests and abilities. 

In the conclusion the author describes ways of raising the theoretical level of 
knowledge at different stages of school education. 


WISSENSCHAFTLICH-TECHNISCHE REVOLUTION 
UND BILDUNGSREFORM 
IN DER DEUTSCHEN DEMOKRATISCHEN REPUBLIK (DDR) 


von GERHART NEUNER, Berlin 


Zur Theorie der Lehrplanreform in prognostischer Sicht 

Mit dem “Gesetz über das einheitliche sozialistische Bildungssystem” 
vom 25.2.1965 wurde in der DDR eine Phase organisatorischer und in- 
haltlicher Umgestaltungen des Bildungswesens eingeleitet, deren wesent- 
liches Ziel die Anpassung von Bildung und Erziehung an die Bedingungen 
und Erfordernisse der gesellschaftlichen und wissenschaftlich-technischen 
Entwicklungen der siebziger und achtziger Jahre ist. Vor allem ist in 
einer breit angelegten wissenschaftlichen Gemeinschaftsarbeit ein neues 
Lehrplanwerk für die allgemeinbildende Schule erarbeitet und — zu einem 
großen Teil — bereits eingeführt worden, das erkennbaren prognostischen 
Entwicklungstendenzen in Wissenschaft und Technik sowie in anderen 
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Lebensbereichen in höherem Grade als das vorhergehende entspricht. 
Während es nunmehr darum geht, das in den neuen Lehrplänen festge- 
legte höhere Niveau an allen Schulen, mit allen Lehrern und allen Schülern 
voll zu verwirklichen, ist der pädagogischen Wissenschaft in unserem 
Lande die Aufgabe gestellt worden, auf lange Sicht wissenschaftlichen 
Vorlauf für neue, weitergehende inhaltliche Veränderungen in der allge- 
meinbildenden Schule zu schaffen, die mit hoher Wahrscheinlichkeit Ende 
der siebziger oder Anfang der achtziger Jahre notwendig sein werden.) 
Bei der Lehrplanausarbeitung handelt es sich um Entscheidungen über 
Ziele und Inhalte der Bildung, deren Sicherheit und Gültigkeit wesentlich 
von der zur Verfügung stehenden Theorie und den angewandten Verfahren 
und Organisationsweisen der Arbeit abhängig ist. Eine Theorie der Allge- 
meinbildung 2) (Curriculum-Theorie) muß wissenschaftliche Entschei- 
dungen ermöglichen oder erleichtern über 
= die allgemeinen Ziele der Schule auf der Grundlage einer Ermittlung 
der Bildungsanforderungen der Gesellschaft; 
= die Bewertung dieser Anforderungen, ausgehend von gesellschaftlichen 
und bildungstheoretischen Funktionsbestimmungen der Schule und 
ihrer Stufen, und ihre Umsetzung in möglichst operational definierte 
Zielkataloge für den Unterricht im einzelnen; 
= die Auswahl von Elementen aus den Wissenschaften und anderen Kul- 
turbereichen, die in ihren prognostischen Entwicklungstendenzen zu 
analysieren sind, und die Bewertung der Auswahl hinsichtlich der Über- 
einstimmung der Bildungs- und Erziehungspotenzen dieser Stoffele- 
mente mit den Zielen; 
= die Strukturierung der Ziel- und Stoffelemente zu einem Unterrichts- 
fach bzw. einem System von Unterrichtsfächern und 
= die Messung der Effektivität dieses Systems bzw. unterschiedlicher 
Varianten im Hinblick auf die Realisierung der definierten Ziele in der 
pädagogischen Praxis. ad 
Eine wesentliche Aufgabe der Entwicklung der Theorie der Allgemeinbil- 
dung und des wissenschaftlichen Vorlaufs für neue Lehrplanveránderun- 
gen besteht darin, Ziele und Inhalte der Bildung in prognostischer Sicht 
exakter zu bestimmen. Das Bildungswesen ist Teilsystem des gesell- 
Schaftlichen Gesamtsystems des Sozialismus, und es ist mit anderen 
Teilsystemen wechselseitig verflochten. Prognostische Bestimmungen von 
Zielen und Inhalten der Bildung sind nur möglich innerhalb einer Prog- 
nose der Entwicklung der gesamten Gesellschaft, und sie können nur in 
Wechselwirkung mit Arbeiten zur Prognose der gesamtgesellschaftlichen 
Entwicklung und der Entwicklung einzelner Teilsysteme, z.B. der Ent- 
Wicklung in Wissenschaft und Technik, vorgenommen werden. 
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Gesellschaftsprognosen sind wissenschaftlich begründete Voraussagen 
über künftige Entwicklungstendenzen und Nutzungsmöglichkeiten zu 
erwartender und nicht voll bekannter objektiver gesellschaftlicher Pro- 
zesse. Die Zuverlässigkeit der Prognosen ist von folgenden Voraussetzun- 
gen abhängig: 

Erstens vom Vorhandensein einer wissenschaftlichen Theorie, die den 
entsprechenden Wirklichkeitsbereich adäquat widerspiegelt. Eine wissen- 
schaftliche Theorie, die in der Lage ist, empirische Sachverhalte und Geset- 
zeszusammenhänge zu erklären, ist auch geeignet, Voraussagen über zu 
erwartende, real mögliche Sachverhalte zu machen. Gesetzesaussagen 
beschreiben ein Feld von Möglichkeiten, die bei Herausbildung der Wir- 
kungsbedingungen des Gesetzes zur Wirklichkeit werden.?) 

Zweitens von der Kenntnis der wesentlichen Wirkungsbedingungen für 
zu prognostizierende Prozesse. Das sind vor allem die Ausgangsbedin- 
gungen, mit denen der zu prognostizierende Prozeß beginnt, und die Rand- 
bedingungen, die auf den Prozeßverlauf einwirkenden Kräfte und Be- 
dingungen, einschließlich der durch bereits getroffene und die Prognose 
selbst ausgelösten Führungsentscheidungen. Hier handelt es sich vor al- 
lem um die Aufdeckung sogenannter Wenn-Dann-Zusammenhänge, um 
verschiedene Varianten modellieren, Vor- und Nachteile abwägen und 
wissenschaftlich begründete Entscheidungen treffen zu können. 

Drittens vom Vorhandensein einer wissenschaftlichen Prognosemetho- 
dik, die der Spezifik der zu prognostizierenden Prozesse entspricht. Prog- 
nosen sind, methodologisch gesehen, Schlüsse auf bisher nicht bekannte, 
aber real mögliche Sachverhalte, als deren Prämissen Aussagen über Ge- 
setzmäßigkeiten unterschiedlicher Allgemeinheitsgrade und gegenwärtige 
oder voraussehbare Tatbestände, fungieren.4) Die Besonderheiten bei der 
Ausarbeitung einer adäquaten Prognosemethodik im gesellschaftlichen 
Bereich ergeben sich vor allem daraus, daß die Gesellschaftswissenschaf- 
ten vielfach mit Wahrscheinlichkeitsaussagen operieren. Ihre Gesetzesaus- 
sagen beschreiben nicht — wie im klassischen Falle des mechanischen De- 
terminismus — das eindeutige Verhalten der einzelnen Objekte, sondern 
deren “stochastisches Verhalten", deren Wahrscheinlichkeitsverhalten 
innerhalb eines bestimmten Systems. Methodologische und methodische 
Besonderheiten bei prognostischen Aussagen über gesellschaftliche Ge- 
setzmäßigkeiten, haben ihre Ursache in der auBerordentlichen Kom- 
plexitát und Heterogenitát der zu prognostizierden Systeme. Deshalb 
gewinnt auch die Kybernetik eine so hervorragende Bedeutung für die 
Gesellschaftsprognostik; denn sie trifft Aussagen über die allgemeinen 
GesetzmäBigkeiten komplexer Regelungsprozesse, wobei diese als ein be- 
stimmter Typ der dynamischen Organisationsweise von Systemen ver- 
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standen werden, der Informationsverarbeitung verlangt.5) Zu prognosti- 
zierende Prozesse in gesellschaftlichen Bereichen kénnen als Regelungs- 
prozesse aufgefaßt werden, wobei Einwirkung und Gegenwirkung als 
Steuerungs- und Regelungsprozesse im kybernetischen Sinne zu beschrei- 
ben sind und die Wahrscheinlichkeit zu bestimmen ist, nach der die auf 
das Objekt einwirkenden Störungen ausregulierbar sein werden. Gesell- 
schaftliche Systeme sind häufig ultrastabile Systeme, die durch vielfältige 
Umstrukturierungen auf Störungen reagieren können. Mit dem theoreti- 
schen Instrumentarium der Kybernetik können die Vorgänge in gesell- 
schaftlichen Systemen zunehmend exakter beschrieben, modelliert und 
in der Perspektive möglicherweise auch mathematisch erfaßt werden. 
Damit eröffnen sich für die marxistisch-leninistische Gesellschaftsprog- 
nostik Möglichkeiten, die Wechselbeziehungen der Prozesse innerhalb 
des gesellschaftlichen Gesamtsystems als kybernetische Gesetzmäßig- 
keiten der informativen Rückkoppelung, der Stabilisierung, der Zielstre- 
bigkeit, des Übergangs zu höheren Organisationsformen zu beschreiben. 

In der Literatur über Prognose-Methodik wird bedingt zwischen Orien- 
tierungsprognosen und strategischen Prognosen unterschieden.) Wäh- 
rend die Orientierungsprognosen ein Feld möglicher Handlungsweisen und 
der dabei erreichbaren Resultate aufzeigen und somit der Zielstellung und 
-präzisierung für das Teil- und Gesamtsystem dienen, geben strategische 
Prognosen Auskunft über mögliche Handlungskonzeptionen zur Errei- 
chung des gesetzten Zieles und die Bewertung dieser Konzeptionen im 
Hinblick auf Zielentsprechung und -realisierung. Prognosen über Ziele 
und Inhalte der Bildung sind vor allem den Orientierungsprognosen zu- 
zuordnen. 


Wissenschaftlich-technische Revolution und gesamtgesellschaftliche 
Entwicklung 

Die hervorragende Dynamik unserer Zeit wird wesentlich durch die 
wissenschaftlich-technische Revolution bestimmt. Die weltweite soziale 
Revolution und die wissenschaftlich-technische Revolution können als 
die beiden “Magdeburger Halbkugeln” der gesellschaftlichen Entwicklung 
unserer Tage bezeichnet werden.?) Das Wesentliche der wissenschaftlich- 
technischen Revolution ist die Verwandlung der Wissenschaft in eine 
unmittelbare Produktivkraft. Die moderne Industrie wird in zunehmen- 
dem Maße angewandte Naturwissenschaft. Neue Produktionen, wie z.B. 
die Herstellung von Plasten oder die Atomenergetik, entwachsen un- 
mittelbar wissenschaftlichen Laboratorien, die vielfach mit Industrie- 
komplexen verschmelzen. Die Automatisierung ganzer Produktionszyklen, 
die infolge der radikalen Anwendung der Wissenschaft möglich wird, ge- 
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stattet es, den Ablauf der Produktionsprozesse so zu gestalten, daB der 
Mensch mehr und mehr aus dem direkten Fertigungsprozeß herausgelöst 
wird.8) Das führt zu einer wesentlichen Veränderung des Charakters der 
Arbeit, zum Anwachsen der Rolle der geistigen Arbeit in der Produktion 
und in den anderen Gesellschaftsbereichen und zur Zunahme der auf gei- 
stigem Gebiet Tatigen. Die gegenwärtige wissenschaftlich-technische Re- 
volution kann also als eine qualitative Veränderung der Produktivkräfte 
charakterisiert werden, die auf der allseitigen Anwendung der Wissen- 
schaft beruht und dazu führt, daB die produktive Tätigkeit mehr und 
mehr zur unmittelbaren technologischen Anwendung der Wissenschaft 
wird.®) 

Die Verdoppelung der von der Menschheit in den letzten 40 bis 50 
Jahren angehäuften wissenschaftlichen Erkenntnisse war von einem 
achtfachen Wachstum des Umfanges der wissenschaftlichen Informatio- 
nen begleitet und erforderte eine 16fache Erhéhung der Zahl der Wissen- 
schaftler. Die Ausgaben fiir die Wissenschaft verdoppeln sich alle 5-7 
Jahre, während sich in den industriell entwickelten Landern das Natio- 
naleinkommen etwa in 20 Jahren in gleicher Weise vermehrt.10) Die stür- 
mische Zunahme des Wissens, seine Verdoppelung innerhalb weniger 
Jahre fiihrt zu immer breiterer Fundierung und Vertiefung grundlegender 
Theorien, die es gestatten, einen immer größeren Umkreis von Erschei- 
nungen theoretisch zu durchdringen. Die ständig fortschreitende Speziali- 
sierung, die Herausbildung immer neuer wissenschaftlicher Spezialdiszi- 
plinen wird begleitet durch die sich immer mehr vertiefenden Integra- 
tionstendenzen, die dazu führen, daß zahlreiche wissenschaftliche Spe- 
zialdisziplinen auf gemeinsamen wissenschaftstheoretischen und metho- 
dologischen Fundamenten aufbauen. Gleichzeitig garantieren Erneuerung 
und Ausbau des Methodengefiiges, die in einzelnen Wissenschaften perio- 
disch erfolgen, z.B. in der Biologie Anfang der sechziger Jahre, jeweils 
eine sprunghafte Zunahme wissenschaftlicher Informationen fiir einen 
längeren Zeitraum. Schließlich durchdringt die Wissenschaft die Produk- 
tion und das gesamte gesellschaftliche Leben, und aus dieser übergreifen- 
den Praxis-Relevanz ergeben sich neue Beziehungen zwischen Wissen- 
schaft und Leben, zwischen Naturwissenschaften und Technik und zwi- 
schen Natur- und Gesellschaftswissenschaften. Vor allem ist in unserer 
Zeit die Tendenz zur stärkeren weltanschaulich-philosophischen, politi- 
schen und moralischen Aussagekraft und Wirkung wissenschaftlicher Er- 
kenntnisse unverkennbar; denn die wissenschaftliche Forschung vollzieht 
sich nicht außerhalb und unabhängig von den bedeutsamen gesellschaft- 
lichen Entwicklungsprozessen und politischen Auseinandersetzungen der 
Gegenwart, und sie ist aufgefordert, zur Humanisierung des menschlichen 
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Lebens beizutragen. Es ist nicht zufällig, daB in den sozialistischen Län- 
dern immer engere Beziehungen zwischen Wissenschaft und sozialistischer 
Ideologie entstehen. 


Zur Zielsetzung und Strategie der Lehrplanreform in prognostischer Sicht 

In allen entwickelten Ländern wird nunmehr schon seit Jahren die 
Frage erörtert, ob überhaupt und wie die Schule mit dieser stürmischen 
Entwicklung von Wissenschaft und Technik Schritt halten kônne. Be- 
kannte Wissenschaftler, wie z.B. Robert Oppenheimer, befiirchten, daB 
die wissenschaftlich-technische Entwicklung zu einer ausweglosen Kultur- 
und Zivilisationskrise führen werde, da die Menschheit gegen Ende des 
Jahrhunderts nicht mehr in der Lage sein wird, den von ihr selbst ange- 
häuften Wissensschatz sich anzueignen und für den gesellschaftlichen und 
kulturellen Fortschritt fruchtbar zu machen. Richtig ist in der Tat, daB 
über Perspektive und Lebenskraft gesellschaftlicher Systeme wesentlich 
auf den Schulbänken und in den Hörsälen entschieden wird. Jener gesell- 
schaftlichen Ordnung gehört die Zukunft, die in der Lage ist, die größeren 
geistigen Potenzen, ein Maximum an Bildung, jenen Bildungsvorlauf her- 
vorzubringen, der für die Meisterung der Probleme und Aufgaben der 
wissenschaftlich-technischen Entwicklung zum Wohle des Menschen im 
letzten Drittel unseres Jahrhunderts erforderlich ist. Von dieser Erkennt- 
nis ist - abgesehen von der grundsätzlichen humanistischen Konzeption 
des Marxismus über die allseitige Entwicklung aller Menschen — in den 
Ländern des Sozialismus die gesamte Bildungspolitik durchdrungen, und 
sie bestimmt auch das wissenschaftliche Denken und Arbeiten zur prog- 
nostischen Bestimmung von Zielen und Inhalten der Bildung in der allge- 
meinbildenden Schule. 

Welches sind nun wesentliche wissenschaftliche Ansatzpunkte für die 
Prognose von Zielen und Inhalten der Bildung in der allgemeinbildenden 
Schule, bezogen auf die Prognose der gesamtgesellschaftlichen Entwick- 
lung, besonders in Wissenschaft und Technik? 

Zunächst entsteht das Problem, daß eine Prognose der Ziele und In- 
halte der Bildung sich über einen Zeitraum von etwa 30 Jahren, also ‚etwa 
bis zum Jahre 2000 erstrecken müßte. Für einen solchen Zeitraum liegen 
aber exakte Teilprognosen anderer Systeme kaum vor, und man kann von 
bildungsprognostischen Arbeiten schlechterdings nicht erwarten, daß sie 
die Prognose für andere Teilsysteme vorwegnehmen. Wir verfügen also 
nicht über eine so detaillierte Sicht über die möglichen Anforderungen und 
Entscheidungssituationen, mit denen der Mensch von morgen konfron- 
tiert werden wird, daß es etwa möglich wäre, diesen Menschen bis ins 
einzelne zu programmieren. Außerdem — und das ist eine prinzipielle 
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Fragestellung des sozialistischen Menschenbildes — betrachten wir den 
Menschen keineswegs als Summe von Teilanforderungen und Teilquali- 
täten. Vielmehr ist es erforderlich, ausgehend von einer Analyse und Wer- 
tung der erkennbaren prognostischen Entwicklungstendenzen des ge- 
samtgesellschaftlichen Systems, die Seiten und Eigenschaften der soziali- 
stischen Persönlichkeit im Sinne eines ganzheitlichen Bildes vom Menschen 
zu konzipieren, und zwar solchermaßen, daß diese Persönlichkeit ein 
System hoher Stabilität, vergleichbar mit einem multistabilen System, 
bildet, das in verschiedenen, im einzelnen nicht vorausschaubaren gesell- 
schaftlichen Situationen eine aktive, entwicklungsfördernde Funktion 
ausüben kann. Die Persönlichkeit muß also als ein System begriffen und 
in prognostischer Sicht bestimmt werden, das — unter den jeweiligen kon- 
kreten Bedingungen — optimale Lósungen sucht, als ein System mit Folge- 
regelung, nicht als ein solches, das sich einem von vornherein festgelegten 
Sollwert nähert. (Letztgenannte Auffassung würde einer Bildungskonzep- 
tion entsprechen, die das Ziel verfolgt, “fertige”, ein für allemal ausgebil- 
dete Menschen zu entwickeln, wie das teilweise im System der Berufsaus- 
bildung alten Stils angestrebt wurde.) In diesem Sinne ist beispielsweise 
die Erziehungskonzeption, wie sie für die allgemeinbildende Schule der 
DDR ausgearbeitet wurde, auf die Ausbildung eines Systems von Grund- 
überzeugungen und grundlegenden Charakter- und Verhaltensqualitáten 
orientiert, um die heranwachsende Persönlichkeit auf grundlegende, wenn 
auch im einzelnen nicht vorausschaubare gesellschaftlich-soziale Anforde- 
rungs- und Entscheidungssituationen vorzubereiten und somit eine hohe 
Stabilität und zugleich Mobilität dieser Persönlichkeit zu gewáhrleisten.!!) 
Wir sehen also einen ersten Ansatzpunkt für die Prognose von Zielen und 
Inhalten der Bildung darin, ausgehend von prognostisch fundierten gesell- 
schafts- und bildungstheoretischen Theorien und Konzeptionen, wie sie 
der Marxismus-Leninismus bietet, den Menschen von morgen mit Hilfe 
der Systemmethode “zu modellieren”, jene “GróBen” des individuellen 
Bildungsvorlaufs, Wissens- und Könnenselemente ebenso wie Bewußt- 
seins- und Verhaltensqualitäten zu bestimmen, die Stabilität und Mobili- 
tät der Persönlichkeit gewährleisten. 

Zweitens verweisen prognostische Analysen der Wissenschaftsentwick- 
lung auf einige grundlegende Tendenzen in der Wissenschaftsentwicklung, 
die fiir eine prognostische Bestimmung von Zielen und Inhalten der Bil- 
dung von Bedeutung sind. So haben wir bereits darauf hingewiesen, daß 
sich in unserer Zeit jene grundlegenden wissenschaftlichen Theorien deut- 
licher herauskristallisieren, die durch neue wissenschaftliche Entdeckun- 
gen immer mehr vertieft und fundiert werden. Diese Theorien gestatten 
es, einen immer größeren Umkreis von Erscheinungen und Aufgaben 
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aus verschiedenen Bereichen der Wirklichkeit theoretisch zu durch- 
dringen und praktisch zu meistern. Aus solchen Analysen ergibt sich, daB 
die Tendenz zur Betonung von verallgemeinerten Wissens- und Erfah- 
rungssystemen im Bildungsinhalt der Schulfacher eine prognostische Ten- 
denz ist. Die vielfaltigen empirischen Erfahrungen und Einzelerkennt- 
nisse, die der sich entwickelnde Mensch im Leben und im Schulunterricht 
erwirbt, müssen zu verallgemeinerten Begriffen und Erkenntnissystemen 
synthetisiert werden. Eine solche Strukturierung des Wissens- und Er- 
fahrungssystems hat zur Voraussetzung, daB vor allem jene grundlegen- 
den Theorien vom jungen Menschen angeeignet werden, die es ihm ge- 
statten, eine Vielzahl von Erfahrungen und Einzelkenntnissen theo- 
retisch zu durchdringen und zu ordnen. Wer zum Beispiel die grundlegen- 
den Theorien über die Teilchenstruktur der Stoffe verstanden hat, der ist 
in der Lage, Erscheinungen aus vielen Wissenschaften und Lebensbe- 
reichen, z.B. elektrischer Leitungsvorgänge, optische und Strahlungser- 
scheinungen, chemische Reaktionsweisen und Verbindungsarten, Struk- 
tur- und Stoffwechselvorgänge im Eiweiß-Molekül usw., zu überschauen. 
Die Herausarbeitung allgemeiner Strukturen des Wissens macht es erfor- 
derlich, die engen Grenzen der traditionellen Wissenschafts- und Lebens- 
bereiche zu überschreiten. Es ist ein wesentliches Merkmal der Integra- 
tionstendenz in den Wissenschaften, z.B. in den Naturwissenschaften, 
daß dasselbe Objekt der Natur von mehreren Wissenschaften und unter 
verschiedenen Aspekten untersucht wird und daß infolgedessen sich ein- 
heitliche, übergreifende Erkenntnissysteme herausbilden und die traditio- 
nelle Struktur der Wissenschaften ständig einer Veränderung unterwor- 
fen ist, z.B. im Zusammenhang mit der Herausbildung von Grenz- und 
Querschnittswissenschaften. Ein solchermaßen fachübergreifend struk- 
turiertes Wissens- und Erfahrungssystem wird unmittelbar weltanschau- 
lich-philosophisch relevant; denn das einheitliche wissenschaftliche Bild 
von der Welt wird zur theoretisch-philosophischen Grundlage des soziali- 
stischen Bewußtseins. Es wird ferner sichtbar, daß die Herausarbeitung 
übergreifender Erkenntnissysteme, die Verdichtung empirischer Einzel- 
erkenntnisse und Erfahrungen zu verallgemeinerten Erkenntnissen und 
schließlich ideologie-relevanten Schlußfolgerungen zu einer neuen Wertig- 
keit der Ausbildung der geistigen Fähigkeiten führt. Die Entwicklung und 
Strukturierung von Fähigkeits- und Handlungssystemen der Persönlich- 
keit wird somit zu einem wesentlichen Merkmal prognostisch orientierter 
Bildungskonzeptionen. 

Schließlich ergeben prognostische 
lung, daß die Praxisbeziehung der Wissenschaften, 
zug zu den großen weltanschaulichen, politischen un 
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scheidungsfragen unserer Zeit immer ausgeprägter hervortritt.12) Welche 
Stufe der Abstraktion und Verallgemeinerung wissenschaftliche Erkennt- 
nis auch erreichen mag, sie geht immer aus dem gesellschaftlichen Le- 
bensprozeB der Menschen hervor und kehrt letzten Endes zu ihm wieder 
zuriick; sie wird zum Mittel der praktischen Beherrschung der Natur- 
kräfte und zur bewuBten Regulierung des gesellschaftlichen Lebenspro- 
zesses. Sie wird insbesondere in der sozialistischen Gesellschaft zur Pro- 
duktivkraft, die das gesamte Leben der Gesellschaft und des einzelnen 
Menschen mehr und mehr durchdringt. Ein solcher “Ausgang” in die 
Praxis erfordert sowohl theoretische Verallgemeinerung und Systemati- 
sierung des Wissens als auch eine spezifische Vereinfachung, ohne die 
praktische Anwendung wissenschaftlicher Erkenntnis und praxiswirksa- 
mes Handeln der Menschen nicht denkbar ist.13) Diese Strukturierung 
von Wissens- und Fahigkeitssystemen mit Bezug auf praktische Probleme 
und Aufgaben ist offenbar wiederum eine prognostische Tendenz bei der 
Bestimmung von Zielen und Inhalten der Bildung auf verschiedenen 
Stufen. Auch auf relativ gering entwickelten Stufen der Verallgemeinerung 
wissenschaftlicher Einzelkenntnisse und Erfahrungen ist im Schulunter- 
richt dieser Bezug auf die Lebensmeisterung, die Lösung praktischer Auf- 
gaben zu konzipieren; denn das Wissen wird auf diese Weise aktiv, bietet 
die Möglichkeit zu einer Anwendung im praktischen Handeln, was um- 
gekehrt auf die weitere Verallgemeinerung und Systematisierung des 
Wissens eine bedeutende “Rückwirkung” hat. Im Zusammenhang mit 
dieser Anwendung des Wissens ist für die Strukturierung des Wissens- 
und Erfahrungssystems im Inhalt der Schulbildung zu beachten, daß die 
Praxis immer konkret ist und das allgemeine Gesetz sich in einzelnen Er- 
eignissen und Prozessen äußert. Demzufolge erfordert Anwendung des 
Wissens auf konkret-praktische Sachverhalte wiederum Konkretisierung 
baw, “Individualisierung” des verallgemeinerten Wissens, verallgemeiner- 
ter Erkenntnisse. Dieser Bezug zum Anschaulich-Konkreten, diese Orien- 
tierung auf praktische Verfügbarkeit des Wissens — das ist wiederum eine 
wesentliche Linie der Strukturierung von Wissens- und Fähigkeitssyste- 
men unter prognostischer Sicht. Eine solche praktisch-soziale Mobilität 
setzt ebenfalls spezielle Fähigkeits- und Handlungsstrukturen voraus, 
deren Bedeutung bei einer prognostischen Bestimmung von Zielen und 
Inhalten der Bildung zunimmt. 

Schließlich befindet sich diese prognostische Tendenz mit der Linie der 
Ausprägung der übergreifenden Ideologie-Relevanz wissenschaftlicher 
Erkenntnis in einem untrennbaren Zusammenhang. Die Einheit von 
Wissenschaften und sozialistischer Ideologie ist ein wesentliches Qualitäts- 
merkmal des gesellschaftlichen BewuBtseins im Sozialismus, wobei das 
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“strukturbestimmende Element” dieses BewuBtseins die sozialistische 
Ideologie ist.14) Da die Wissenschaften, wie bereits dargestellt, aus dem 
"sozialen Lebensprozeß herauswachsen und in ihn wieder einmünden, ist 
"fiir alle Wissenschaften die Einheit des wissenschaftlich-theoretischen und 
— geistig-praktischen, insbesondere ideologischen Verhültnisses zur Welt 
ein charakteristisches Merkmal. Diese Einheit von Wissenschaften und 
sozialistischer Ideologie bildet sich besonders unter den Bedingungen der 
sozialistischen Gesellschaft heraus; denn die Ideologie der Arbeiterklasse, 
die in der sozialistischen Gesellschaft zur herrschenden Ideologie wird, ist 
eine wissenschaftliche Ideologie, die in der wissenschaftlichen Erkenntnis 
und sozialen Erfahrung der Menschheit umfassend begründet ist. Dieser 
übergreifende Ideologie-Bezug von Wissens- und Erfahrungssystemen hat 
auch eine spezifische pragmatische Wirksamkeit wissenschaftlicher Er- 
kenntnis für gesellschaftlich-soziales Handeln zur Folge. Gerade aus dem 
idéologischen "Ausgang" wissenschaftlicher Erkenntnis erwächst eine 
besondere Qualität der Beziehung der Persónlichkeit zu Wissens- und 
Erfahrungssystemen, die mit dem Begriff der Einstellungen bzw. Über- 
— zeugungen charakterisiert wird. Die Tendenz, die Wirkung wissenschaft- 
licher Erkenntnis für die Orientierung und Mobilisierung menschlichen 
Handelns, besonders im gesellschaftlich-sozialen Bereich, ihren Ideologie- 
charakter im Schulunterricht adäquat widerzuspiegeln, ist schließlich 
eine weitere prognostische Tendenz. Und auch hier ist der untrennbare 
Zusammenhang mit der Ausbildung von Fähigkeits- und Handlungs- 
strukturen sichtbar; denn die Wertung wissenschaftlicher Erkenntnisse 
unter dem Aspekt der philosophischen Weltanschauung, der Politik oder 
Moral erfordert spezielle Fähigkeiten und Handlungen, die bei der Be- 
stimmung von Zielen und Inhalten der Bildung unter prognostischer Sicht 
sorgfältiger Beachtung bedürfen. 

Wir wollen uns an dieser Stelle damit begnügen, diese beiden wesent- 
lichen Ansatzpunkte für prognostische Arbeiten zur Bestimmung von 
Zielen und Inhalten der Bildung, von einer gesellschafts- und bildungs- 
theoretischen Modellierung der Persönlichkeit und von der Analyse prog- 
nostischer Tendenzen in der Wissenschaftsentwicklung her, zu charakteri- 
sieren, obwohl damit natürlich wesentliche andere Aspekte und Ansatz- 
Punkte unberücksichtigt bleiben mußten. Interessant und für die weitere 
Entwicklung des Bildungswesens bedeutsam ist, daß von beiden Ansatz- 
punkten her sich — wie die Ergebnisse unserer Arbeiten zeigen = im we 
sentlichen gleiche grundlegende Tendenzen und Anforderungen ım Hin- 
blick auf die prognostische Bestimmung von Ziel und Inhalt der Bildung 

ergeben. 
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LA REVOLUTION TECHNICO-SCIENTIFIQUE 
ET LA REFORME SCOLAIRE 
EN REPUBLIQUE DEMOCRATIQUE ALLEMANDE (RDA) 


par GERHART NEUNER, Berlin 


L'auteur caractérise tout d’abord les problèmes de la théorie du programme d'é- 
tude sous les conditions actuelles et futures du développement scolaire en RDA. 
Il affirme que la prévision des buts et contenus n’est seulement possible que dans 
une action réciproque des activités dirigées, si l'on veut établir un pronostic de tout 
le développement social. Aprés avoir expliqué quelques caractéristiques de métho- 
dologie en recherche sociale prospective, l'auteur caractérise deux points de départ 
pour des études prospectives, dans le but de déterminer de facon plus détaillée les 
buts et contenus de l'éducation, à savoir: la formation de la personnalité du point 
de vue de la théorie éducative sociale et l'analyse des tendances prospectives dans 
le développement Scientifique. L'auteur explique les problèmes relatifs à la ‘créas 
tion” d'une image typique de l'homme socialiste dans son entité prouvant un haut 
degré de stabilité comme activité en ce qui concerne les situations futures d'exigen- 
ces et de décisions. Enfin, il caractérise certaines tendances principales de dévelop- 
pement scientifique sous les conditions de la révolution scientifico-technique, et 
leurs conséquences pour les déclarations prospectives relatives aux buts et contenus 
de l'éducation dans les programmes d'étude. 
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SCIENTIFIC-TECHNICAL REVOLUTION 
AND EDUCATIONAL REFORM 
IN THE GERMAN DEMOCRATIC REPUBLIC (GDR) 


by GERHART NEUNER, Berlin 


The author first characterizes the problems of curriculum-theory under present 
and future conditions of school development in the GDR. The explanations which 
follow begin with the statement that forecasting on aims and contents is only 
possible in an interaction of directed activities to make a prognosis of the entire 
social development. After having explained some features of methodology in prog- 
nostic social research two starting points for prognostic studies are characterized 
in order to state aims and contents of education in greater detail: the forming of 
personality from the point of social educational theory and the analysis of prognostic 
tendencies in science development. The author explains the problems of ‘‘forming’”’ 
an image of socialist man in his entirety demonstrating high stability as activity 
with regard to future situations of demand and decision. Finally some main 
tendencies of science development are characterized under the conditions of the 
scientific-technical revolution and their consequences for prognostic statements 
concerning aims and contents of education in curricula. 


LA CULTURE, L’ECOLE ET L’EDUCATION PERMANENTE 


par ALEKSEJ I. MARKUŠEVIČ, Moscou 


La culture est une culture polyvalente 

Le terme de culture est si polyvalent et si riche en nuances qu'il con- 
vient dès le début d’en circonscrire la signification. Dans notre exposé, il 
désigne le summum des acquis de la société dans le domaine de la science, 
des connaissances techniques et économiques, de la philosophie, de la 
littérature et de l'art. On peut dire aussi que nous entendons par lá ce 
qu'on appelle généralement la culture spirituelle à condition d'y inclure 
les connaissances relatives à l'activité productive des hommes. A notre 
avis, sans cette extension, la notion de culture serait appauvrie. Il nous 
semble que la conception traditionnelle de la culture spirituelle limitée au 
seul domaine de la morale, des arts, de la science et de la philosophie 
relève de l'étroitesse des intellectuels de jadis mettant leur snobisme à se 
désintéresser de la production matérielle, à perpétuer la rupture entre le 
travail intellectuel et le travail manuel. 

Le contenu de la culture se modifie au cours de l'évolution historique; en 
outre, dans une société divisée en classes antagoniques, il n'y a pas et ne 
Peut y avoir d'unité, d'intégrité de la culture - cependant nous n'avons 
Buère l'intention de nous attarder sur le passé. C'est la culture contempo- 
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raine, celle de la fin des années soixante du XX-e siècle qui nous préoccu- 
pe, ni non plus d'analyser les contradictions sociales, parce que nous nous 
attachons en l'occurrence au contenu objectif, universel, de la culture, 
dû aux réalisations du peuple (y compris classes et couches sociales pro- 
gressistes) dans le domaine du progrès matériel et spirituel de la société. 

A côté de cet aspect objectif de la culture, envisagée comme dépositaire 
des meilleurs acquis des divers peuples et des époques différentes, nous 
relevons également l'importance de son aspect subjectif ou individuel. Le 
fait est que la culture prend tout son sens et revêt sa pleine efficacité là 
où chaque membre de la société en prend conscience non seulement com- 
me d'un bien social, mais aussi comme le sien propre dont l'Etat lui garan- 
tit l'accès et dont il recherche la jouissance. Tout cela présuppose la for- 
mation et le développement, chez chaque être humain, dès le bas âge, de 
traits de caractère tels qu'ils l'incitent tout d'abord à s'intéresser aux 
réalisations de la culture et le poussent irrésistiblement à s’y initier et, 
lui permettent ensuite d'apprendre à les faire siennes. Quand on parle de 
la culture comme d’un besoin de l’homme au même titre que ses besoins 
matériels, on ne peut s'empêcher d'évoquer le fameux cri de la plèbe ro- 
maine: du pain et des jeux (panem et circenses). Or, il est à souligner que, 
premièrement, dans la Rome antique, les jeux misaient en règle générale 
sur les bas instincts de la foule et que, deuxièmement, les affaires d'un 
Romain ne devaient point souffrir des rares occasions où il pouvait 
assister au cirque, tandis que de nos jours un être humain privé de la 
possibilité de suivre l'ascension de la culture et le progrès scientifico- 
technique se déprécie en tant que travailleur. 

Voilà pourquoi, il est indispensable que l'Etat moderne, quel que soit 
son régime social, se charge de former dès l'enfance, chez chaque membre 
de la société, le goût et le besoin de la culture, de lui donner des connais- 
sances et des aptitudes indispensables pour pouvoir satisfaire düment ce 
besoin. Les travailleurs de la culture et de l'enseignement soviétique par” 
tagent les idées essentielles du fondateur de notre Etat, Vladimir Lénine 
sur le rôle de la culture dans l'édification de la société nouvelle. Lénine 
estimait en substance que celle-ci devait surgir de l’oeuvre créatrice con- 
sciente des masses populaires, oeuvre réalisée sur une base scientifique 
solide. Il recommandait la plus grande sollicitude à l'égard du patrimoine 
spirituel de l'humanité, les plus grands efforts pour faire progresser la 
culture et la mettre à la portée du peuple. 


La culture moderne exige une éducation permanente 
Pour résoudre cette táche, il convient en tout premier lieu d'organiser 
dûment l'instruction générale réalisée selon un programme suffisamment 
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complet pour assurer un développement polyvalent de la personne. Les 
exigences élevées présentées à ce programme découlent de la nécessité 
pour chaque membre de la société de participer au travail de création. 
De nos jours, les promus de l’école secondaire doivent avoir une vue d’en- 
semble de l'univers depuis la construction des particules les plus infimes 
et jusqu'aux métagalactiques, se représenter les principales forces de la 
nature et les lois qui les régissent, comprendre le langage des diagrammes 
et des formules mathématiques qui expriment avec le plus d’exactitude 
les lois de la nature et de la technique, connaître l’histoire de la société 
humaine, son état actuel, les lois et les forces motrices de son développe- 
ment, sentir et apprécier les oeuvres d'art. C'est alors seulement que l'hom- 
me pourra utiliser consciemment et dans un esprit créateur les acquis du 
progrès scientifico-technique, afin de rendre la vie de son peuple et la 
sienne plus belles, plus pleines, plus heureuses ` c'est alors seulement qu'il 
pourra apporter une contribution valable au développement de l'écono- 
mie, de la technique, de la science, de la culture. 

Les connaissances fournies par l'école doivent, premièrement, étre suf- 
fisantes pour servir de point de départ à l'instruction spéciale (profession- 
nelle) dispensée au niveau des cours et centre d'apprentissage et jusqu'à 
l'Université (appelée elle aussi à donner une formation professionnelle). 
Deuxiémement, elles doivent pouvoir suffire à ce que chacun en arrive à 
faire sienne une conception du monde vaste et scientifique, à comprendre 
les objectifs de l'évolution sociale et à se pénétrer de l'idée que nul ne 
saurait se désintéresser de l'action visant à réaliser ces objectifs. 

La science contemporaine se caractérise non seulement par l'extréme 
richesse de son contenu, par son ordinaire efficacité, mais aussi par la ra- 
pidité stupéfiante de sa progression, d’où la diminution de la “longévité 
moyenne” des théories scientifiques, leur vieillissement accéléré, le dépé- 
rissement de certaines d’entre elles remplacées par des théories nouvelles 
qui ne sont pas destinées, à leur tour, à faire long feu. Cela est particulière- 
ment vrai pour lessciences naturelles, les mathématiques et la technique. On 
comprend que dans les conditions où l'économie, la technique, la science et 
l'art progressent à des cadences sans précédent, ce qui est essentiel, ce n'est 
pas tellement l'aptitude à se remémorer et à utiliser tel quel ce qu'on a 
appris un jour à l'école que la capacité d'apprécier de manière lucide les 
idées et les événements nouveaux, la capacité d'utiliser l'information 
nouvelle dans le travail et dans la vie, y compris pour les loisirs. Naturelle- 
ment pour se conformer à ces impératifs, on doit posséder des connaissan- 
ces suffisantes et savoir garder en mémoire un grand nombre de faits 
Solidement retenus et un grand nombre d'enchainements entre ces faits. 
Mais il convient cependant de souligner une fois de plus que dans les con- 
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ditions nouvelles un type fonciérement nouveau d’instruction, différent 
du modèle classique, est indispensable. Ce type d'instruction doit viser 
notamment a former chez les écoliers le désir et la volonté de renouveler 
les connaissances précidemment assimilées et d’en acquérir d’autres. De 
ce point de vue, l'importance de l'instruction scolaire réside surtout dans 
le fait qu'elle a précisément pour vocation de cultiver les premières pous- 
ses de l'érudition future. Mais pour que l'arbre de la connaissance planté 
à l'école puisse croitre, se développer et fructifier sans cesse, il faut le 
soigner toute la vie et ici l'essentiel n'est point d'assurer la reléve du 
maitre d'école par le professeur d'université en tant que jardinier. 

L'accroissement de la durée moyenne de la vie humaine, l'amélioration 
des conditions de vie, l'apport de temps libre grâce à la réduction de la 
semaine de travail, l'éducation dés l'enfance de l'aptitude à organiser 
raisonnablement ses loisirs, la promotion des conditions sociales qui aug- 
mentent le róle et l'importance de la culture dans la vie de la société et de 
l'individu représentent autant de facteurs qui, pris ensemble, favorisent 
pour chacun la possibilité de se perfectionner tout au long de sa vie. Et 
ceci nous amène à l'idée de l'instruction permanente. 


L'autodidaxie en tant que moyen d'éducation permanente 

Tout en reconnaissant que l'instruction secondaire générale et obliga- 
toire n'est pas encore une réalité pour la plupart des pays (en Union So- 
viétique, elle le sera aprés 1970) nous sommes convaincus qu'elle constitue 
un minimum indispensable, mais insuffisant. Tout d'abord ceux des jeu- 
nes qui reçoivent l'instruction secondaire complète doivent encore ap- 
prendre au moins un métier sans lequel ils ne pourront pas trouver leur 
place dans la vie. Il s’ensuit qu'il faut la compléter par telle ou telle forme 
d'apprentissage professionnel que l'on reçoit en règle générale en dehors 
de l'école secondaire. Cependant l'instruction spéciale, même si elle est 
supérieure, ne saurait être considérée comme terminus de l'ascension 
culturelle. D'abord, l'instruction supérieure (y compris universitaire) ap- 
paraît à l'heure actuelle — et il en sera certes ainsi pendant de longues an- 
nées dans la plupart des pays du monde — comme une des variétés de l'ins- 
truction professionnelle qui entraîne de grosses dépenses pour l'Etat et 
qui ouvre l'accés à des professions, telles que celles d'ingénieur, d'agrono" 
me, d'économiste, de juriste, de médecin, d'enseignant, etc. Voilà pour- 
quoi l'accroissement du nombre et du "rendement" des établissements 
d'enseignement supérieur d'un pays sont fonction des besoins réels de la 
société en diverses catégories de spécialistes. Cette derniére circonstance 
n'exclut certes pas, dans certaines conditions, une progression trés rap! e 
de leurs effectifs, Par exemple, de 1951 à 1968, la population de l'Union 
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Soviétique a augmenté de 30% et le nombre des étudiants de 240%. 

Cependant, pour parler de l'aspect qui nous intéresse, il ne s’agit pas 
seulement du débit relativement réduit des établissements d'enseignement 
supérieur. Ce qui importe aussi, c'est qu'en mettant l'accent sur les con- 
naissances et aptitudes spécialisées, en proposant les voies aussi rapides et 
aussi plus économes que possible pour former tel ou tel spécialiste, l'en- 
seignement supérieur s’avére quelque peu borné tant du point de vue de 
son contenu que par ses orientations. 

En résumant tout ce qui vient d'étre dit, nous pouvons conclure que 
l'on ne saurait voir dans l'enseignement supérieur le moyen unique ni 
méme le plus efficace du progrés culturel de l'homme, aprés la sortie de 
l'école secondaire. 

Pour compléter l'instruction reçue à l'école secondaire générale ou dans 
n'importe quel établissement spécialisé secondaire ou supérieur, c'est 
Pautodidaxie qui s'impose. Basée sur la lecture de livres ou d'articles, 
suivant un systéme et un ordre de succession déterminés, sur la méditation 
des textes lus sur la fréquentation des conférences, sur la participation à 
des discussions, sur la visite d'expositions, musées, théâtres, concerts, 
cinémas, sur les émissions télévisées, l'autodidaxie permet de renouveler 
ou de compléter les connaissances déjà acquises et d'en recevoir d'autres. 
C'est précisément cette voie qui apparait comme la plus efficace pour 
combler les lacunes dans le développement spirituel de l'homme, surmon- 
ter l'étroitesse propre à la plupart des spécialistes de n'importe quel ni- 
veau. Cela permet aux représentants des sciences humaines ou des arts 
d'enrichir leurs connaissances dans le domaine des sciences naturelles, des 
mathématiques, de l'économie et de la technique, alors que ceux qui ont 
Surtout affaire à la théorie et la pratique industrielle ou agricole compor- 
tant une préparation en sciences naturelles et en mathématiques, peuvent 
ainsi consacrer une partie de leurs loisirs aux sciences humaines et aux 
arts. Cependant si importante qu'elle soit, l'autodidaxie n'est certaine- 
ment pas l'unique moyen de l'instruction permanente de l'homme moder- 
ne. 


Le livre en tant que moyen d'éducation permanente 

Ici, je vais m'arréter sur le róle du livre dans l'ensemble du systeme 
de l'instruction permanente. 1968, tous les pays du monde célébraient 
les 500 ans de la mort de Johann Gutenberg, l'inventeur de l'impri- 
merie, Cinq siècles — délai immense — pendant lesquels une multitude 
d'inventions remarquables du génie humain ont ébloui leurs contem- 
Porains pour se retrouver finalement dans les conservatoires de musées, 


faisant la place à des découvertes nouvelles, plus parfaites. En notre siècle 
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atomique, le temps n'est-il pas venu pour le livre, cette chose si ancienne, 
d'aller se reposer sur les rayons des bibliothèques publiques et dans les 
collections des bibliophiles, face à l'assaut des émissions radio et télévisées, 
En tout cas, j'ai entendu dire des enthousiastes des moyens modernes de 
l'information, que bientót les propriétaires d'appareils de télévision se 
distingueraient de ceux qui n'en ont pas, autant que jadis où les érudits 
se distinguaient des ignares. Certes, les possibilités de la radio et de la 
télévision pour diffuser la culture sont trés vastes et loin d'étre épuisées, 
Cependant, le livre, un bon livre reste toujours le plus précieux des inter- 
locuteurs et conseillers, la meilleure source de connaissances, 

D'abord, les livres varient à l'infini par leur contenu et le caractère de 
l'exposé. Des dizaines, des centaines de livres: plaisants, bienveillants et 
amicaux, fermés et austéres, brillants, encore que peut-étre quelque peu 
superficiels, d'autres profonds et subtils semblent rivaliser de zèle pour 
répondre à chacune de nos questions. II y a des livres pour tous les âges, 
pour les enfants qu'ils captivent et incitent à la réflexion, pour les jeunes 
impatients de saisir le fin fond des choses, pour les vieux sages qui ne 
négligent aucun détail. 

Si en feuilletant un livre, vous découvrez qu'il n'est pas à votre goût, 
vous chercherez encore et vous en trouverez sürement un qui vous sem- 
blera avoir été écrit expressément pour vous. 

Ayant fait votre choix, vous parcourez certaines pages (c'est aussi un 
art qui s'apprend) tandis que sur d'autres vous ralentissez, vous relisez 
certains passages pour mieux pénétrer la pensée de l'auteur. Il est bon 
parfois de commencer la lecture au milieu ou à la fin du livre pour la re- 
prendre ensuite dés le début, Ce qui importe, c'est que vous êtes seul mai- 
tre à définir l'allure et l'ordre de la lecture, conformément à votre intérét. 

S'il s'avére que méme un trés bon livre n'épuise pas le sujet, vous vous 
adressez à d'autres jusqu'à ce que vous arriviez à en avoir une vue com- 
pléte à souhait. Ajoutons enfin que toutes les fois que vous constatez, 
au hasard de votre travail, de vos entretiens avec des amis, de vos lectures 
ou des exposés ou conférences que vous écoutez, que vous constatez donc 
que vous avez oublié une chose que vous avez connue, ou bien que vous 
ignorez quelque chose que vous devriez savoir, il vous suffit de consulter 
votre vieil ami le livre et voilà vos connaissances rafraichies ou complétées. 
Il est clair que la télévision et la radio auront encore à parcourir un long 
chemin avant de pouvoir égaler le livre dans l'art de savoir parler à l'hom- 
me. 

Mais pour que les livres puissent effectivement jouer dans l'instruction 
permanente le rôle qui doit être le leur, il faut que quelques conditions 
essentielles soient remplies, 
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Il importe que les éditeurs tiennent régulièrement compte des intérêts 
si variés des lecteurs, qu'ils pourvoient opportunément et en quantité 
nécessaire aux divers programmes d'instruction permanente, que leur 
production soit bien présentée et à un prix accessible. Je croix qu'on ne 
peut y parvenir pleinement que si les activités d'édition ne relèvent pas 
uniquement de l'initiative privée généralement en quéte de profits élevés, 
mais soient concentrées entre les mains de l'Etat qui s'en chargerait, 
pleinement conscient de ses responsabilités. 

Il importe aussi d'organiser la mise au point et une large diffusion des 
programmes de lecture accessibles à tous, de bibliographies, de recom- 
mandations intitulées “Ce qu'il y a à lire sur tel sujet”, d'autres matériaux 
destinés à aider au choix des livres et du système de lecture en fonction 
des besoins et des intéréts de l'instruction permanente. Il importe d'en- 
courager par tous les moyens la création de bibliothéques familiales. Car 
si l'autodidaxie est une oeuvre d'autoperfectionnement continue, la 
bibliothèque familiale peut être comparée au laboratoire où les gros de 
cette oeuvre est accompli à l'aide de livres comme outils indispensables. 
Un tel laboratoire ne se crée pas d'un seul coup et une fois pour toutes. 
On commence à former sa bibliothéque quand on est jeune et on l'enrichit 
tout au long de sa vie. 

Cependant la bibliothèque familiale n'est que rarement complète pour 
pouvoir satisfaire tous les besoins de son propriétaire. D'où l'extréme 
importance, du point de vue du progrès culturel des peuples —, qui revient 
au réseau des bibliothèques publiques gratuites disposant de vastes fonds 
de livres et équipées de salles de lecture, et désservies par un personnel 
qualifié aimant et connaissant le livre, et qui donnent de bons conseils 
pour les lecteurs. En 1965, le nombre des bibliothèques de ce genre en 
U.R.S.S. a été de 370.000 avec plus de 2.300 millions livres et revues. 


L'université populaire en tant que promotrice de l'éducation permanente 
Dans son roman autobiographique Mes universités (Moi universitety) 
Gorki se rappelle qu’à l’âge de seize ans, sans avoir jamais fréquenté l'école, 
llrévait d'entrer à l'Université. Il pensait que “le bonheur de faire ses études 
à l'université valait méme des tortures”. Mais cette voie lui était fermée: il 
n'avait ni les connaissances systématisées, ni les moyens matériels; affamé, 
déshérité, s'exténuant 14 heures par jour à un travail manuel intense et 
Monotone, il s'arrangeait quand même pour lire, suivait avidement les 
récits passionnants des gens qu'il rencontrait, observait, comparait, réflé- 
chissait. Ces universités de la vie en ont fait, à l'issue de nombreuses 


années, un des plus grands érudits de notre époque. Mais dans les condi- 
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tions de la Russie tsariste, un homme du peuple devait avoir le genie de 
Gorki, pour pouvoir atteindre les sommets de la culture. 

J'ai tenu à citer cet exemple avant d’aborder la caractéristique des 
universités populaires en U.R.S.S. dont le réseau ne cesse de s'élargir, 
tout comme ne cesse d'augmenter leur róle dans l'instruction permanente 
des larges couches de la population. 

Il ne faut pas confondre les universités populaires avec les établisse- 
ments d'enseignement supérieur faisant partie du systéme de base de 
l'éducation nationale où l'admission est réglementée conformément aux 
besoins prévus en spécialistes dont le personnel enseignant est rémunéré 

` par l'Etat. Pour y être admis, on passe un concours (les examens d'entrée) 
auquel sont admises les personnes ayant une instruction secondaire com- 
pléte. 

A l'heure actuelle, il y a en U.R.S.S. environ 800 grandes écoles de 
ce genre avec 4.300.000 étudiants. 

Les universités populaires fonctionnent, quant à eux, à titre social. 

L'admission n'est soumise à aucune condition relative au niveau d'in- 
struction et ne comporte aucun examen. La vocation de ces établisse- 
ments est de contribuer au progrés culturel des Soviétiques. Il existe à 
l'heure actuelle en U.R.S.S. prés de 16.000 universités populaires qui 
dispensent, aprés le travail des connaissances à plus de trois millions 
d'adultes; ouvriers, employés, kolkhoziens, travailleurs du secteur ter- 
tiaire et de la culture. Les études sont gratuites comme d'ailleurs dans 
tous les établissements d'enseignement du pays. 

Les universités populaires sont fondées un peu partout: aux entreprises 
industrielles et du” bátiment, dans les sovkhozes et les kolkhozes, les 
établissements administratifs et autres, dans les centres universitaires et 
scientifiques. La spécialisation de leurs facultés et filiales est trés poussée. 
Elle dispensent des connaissances Systématisées dans divers domaines 
de la science, de la technique, de l'économie, de la littérature et de l'art. 

Les cours sont faits par d'éminents savants, spécialistes de l'industrie 
et de l'agriculture, professeurs, enseignants, médecins, personnalités 
publiques, représentants du monde des arts. 

On agrandit les universités populaires existantes et on en construit de 
nouvelles destinées à l'étude des sciences sociales, aux problémes d'actu- 
alité scientifiques et techniques, à l'économie de la production, à l'agti* 
culture, à la pédagogie, à la médecine, aux branches essentielles des 
sciences de la nature, aux mathématiques, à la littérature et aux arts. 

Pour assurer la direction scientifique et méthodique générale, on est en 
train de fonder le Conseil central des universités populaires, ainsi que 
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des conseils d'aide aux entreprises, établissements, universités et instituts 
de recherche. 

La Société "Znanié" pour la diffusion des connaissances politiques et 
scientifiques, le Conseil central des syndicats, le Comité Central du Kom- 
somol, les Ministères contribuent à perfectionner leur travail. 

On utilise de plus en plus la radio, la télévision, le cinéma. On édite 
toujours plus de manuels et de mémentos spécialement destinés aux 
élèves des universités populaires. 


La Société “Znanié”, organisation centrale pour l'éducation permanente 


Les perspectives immenses du développement de l'instruction perma- 
nente appelée à toucher toutes les couches sociales et tous les âges, aprés 
la sortie de l’école secondaire, exigent que la Société accorde la plus grande 
attention à ce probléme. Des táches particuliérement vastes se posent aux 
hommes de la culture sans l'aide quotidienne de laquelle ce travail colossal 
ne saurait être mené à bien. Le succès de l'entreprise nécessite d'abord 
leur union et leur participation réguliére à la diffusion de la culture. Dans 
notre pays cette tâche incombe à la Société “Znanié”. 

En 1968, cette Société qui existe plus de vingt ans, a ten son Ve 
Congrés. Ses objectifs essentiels consistent à faire la plus large propagande 
des dernières réalisations de la science, de la technique, de la littérature 
et de l'art, à contribuer au développement de la conscience politique et 
des connaissances scientifiques des travailleurs, à propager l'expérience 
des meilleures travailleurs. 

Voici quelques chiffres qui illustrent l'ampleur des activités de la So- 
ciété: en 1967, ses membres ont fait 16,5 millions de conférences, et le 
tirage annuel des livres, des brochures et des revues qu'elle a édités, a 
atteint 86 millions d'exemplaires avec environ 6,5 millions d'abonnés. 

A l'avenir, la Société se propose d'accorder une grande attention à l'in- 
Struction extra-scolaire et à l'éducation des adultes, à la psychologie 
sociale, à la pédagogie industrielle, à l'autodidaxie et à l'autoéducation 
des travailleurs, étant donné que ces problémes constituent la base 
Scientifique de toute l'activité de la Société. ; 

Une grande importance revient à l'explication des problémes relatifs 
aux aspects scientifiques les plus actuels de la production moderne: 
Utilisation de l'énergie nucléaire, électrification des technologies, mécani- 
sation et automatisation intégrale des opérations productives, création et 
Utilisation des matériaux programmés, introduction des équipements 
ectroniques et des ordinateurs dans toutes les branches de la production 
€ de la recherche scientifique. 


Tenant compte du rôle croissant des mathématiques dans la science 
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et la technique, et de la généralisation des méthodes mathématiques et de 
l'emploi des ordinateurs de divers types dans différents secteurs de l'éco- 
nomie nationale et dans la gestion, la Société exhorte ses organisations à 
intensifier la diffusion des connaissances mathématiques parmi la popu- 
lation. Il importe d'expliquer davantage les réalisations de la physique 
nucléaire, des particules élémentaires, des corps solides, de l'électronique 
et leurs applications dans la production, les problémes de l'astrophysique, 
de la cosmologie, de l'astronomie et de la navigation spatiale. Dans le 
domaine de la chimie, on met l'accent sur les problèmes relatifs à l'intro- 
duction des matériaux polyméres et des méthodes chimiques dans l'indus- 
trie lourde et le bâtiment, à la chimisation de l'agriculture et de l'élevage, 
à l'utilisation des matériaux à des fins de consommation. 

Il importe de faire mieux ressortir les lois de développement du monde 
organique, de mieux éclaircir les problémes relatifs à l'origine de la vie, 
les réalisations dans l'étude de la structure et de la chimie des cellules, les 
principes de base et les acquis de la génétique, les problèmes de la biologie 
en rapport avec l'intensification de la production agricole, les tâches 
théoriques et pratiques relatives à la protection de la santé. 

Voilà quelques exemples — et nous nous arrêtons là — qui caractérisent 
l'actualité et la portée des tâches incombant à la Société “Znanié”. En ce 
qui concerne les formes de son travail, en plus des universités populaires 
à l'activité desquelles les membres de la Société participent activement, 
citons des cycles de conférences tels que les "Entretiens sur les problémes 
actuels de la science”, les symposiums et conférences théoriques, les “Jour- 
nées de la science", les comptes rendus des scientifiques et des centres de 
recherches devant les travailleurs. En plus de membres individuels au 
travail de la Société participent activement l'Académie des sciences de 
l'U.R.S.S., les Académies des sciences des républiques fédérées et les 
Académies spécialisées: de Médecine, de Pédagogie, d'Agriculture, l'Aca- 
démie des Beaux-Arts, les Instituts de recherche, l'Université. 

La Société pratique largement les émissions radio et télévisées sur les 
thèmes: "Entretiens sur les problèmes actuels de la science”, "Table 
ronde", “Home, société et législation", “Université des millions”, etc» 
conférences du samedi et du dimanche, clubs et cycles de conférence par 
affinités, soirées des réponses aux questions de l'assistance, “Journées de 
la culture et de l'art des républiques fédérées”, etc. 

Au début de 1968, la Société “Znanie” comptait deux millions de 
membres: savants, personnalités publiques, hommes d'Etat, représen- 
tants de la littérature et de l'art, ingénieurs, économistes, spécialistes de 
l'agriculture, enseignants médecins, novateurs de la production, parmi 
lesquels plus de 1.300 académiciens et membres-correspondants des aca- 
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démies des sciences, près de 70.000 docteurs et candidats ès sciences, 
professeurs et maîtres de conférence. ? 

L'auteur s'est abstenu d'aborder l'expérience internationale, déjà mul- 
tiple et trés intéressante, en matière d'instruction permanente pour cette 
simple raison que rien n'a été fait pour rassembler et généraliser des don- 
nées qui s'y rapportent. Nous voyons là une táche trés importante pour 
l'immédiat, qu'il faudrait résoudre par l'intermédiaire des organisations 
internationales. Mon initiative était bien plus modeste: exposer quelques 
considérations générales sur l'importance de l'ascension culturelle de 
chaque membre de la société, sur le róle de l'instruction secondaire obliga- 
toire dans la solution de cette tâche et sur la nécessité de poursuivre l'in- 
struction après l'école secondaire; en empruntant différentes voies parmi 
lesquelles l'autodidaxie occupe la première place sans étre pour autant 
l'unique moyen d'y parvenir. J'ai tenu à souligner le róle et la responsa- 
bilité de l'Etat pour promouvoir les conditions nécessaires à l'instruction 
permanente et montrer la nécessité d'une participation organisée et sys- 
tématique ainsi que de l'aide de la part des hommes de la culture de 
chaque pays. Ces considérations étaient illustrées par des exemples fournis 
par l'expérience de notre pays. 


CULTURE, SCHOOL AND CONTINOUS EDUCATION 
by ALEKSEJ I. MARKUSEVIC, Moscow 


The author's task was to set forth some general ideas on the importance of making 
the wealth of spiritual culture accessible to every member of society, on the role 
of universal secondary education and the ways to solve this problem, and on the 
need to continue education beyond the secondary school stage by different methods, 
among which pride of place goes to self-education, though this is not the only way. 
He tried to stress the role and responsibility of the state in creating the necessary 
conditions for continuous education and the need, at the same time, for organised 
and systematic participation and assistance by cultural personalities of every 
country. These general trends were illustrated with examples from. the experience 
of the USSR. 


KULTUR, SCHULE UND STANDIGE WEITERBILDUNG 
von ALEKSEJ I. MARKUSEVIC, Moskau 
In dem allgemein gehaltenen Artikel betont der Verfasser die Notwendigkeit, 
kulturelle Werte allen Mitgliedern der Gesellschaft zugänglich zu machen, behandelt 


in diesem Zusammenhang die Bedeutung der allgemeinen Sekundarschulbildung 
Sowie Méglichkeiten, dieses Problem zu lósen, und hebt die Wichtigkeit der stándi- 
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gen Weiterbildung nach Abschlu8 der Sekundarschule hervor. Unter den verschie- 
denen Methoden der Weiterbildung räumt er der Selbstbildung einen besonderen 
Platz ein, doch sieht er darin nicht den einzigen Weg. Er unterstreicht die Rolle 
und Verantwortung des Staates, die nôtigen Voraussetzungen für eine ständige 
Weiterbildung der Bevölkerung zu schaffen und weist darauf hin, daß diese Bestre- 
bungen zugleich von den kulturellen Persönlichkeiten jedes Landes in organisierter 
und systematischer Weise unterstützt werden müssen. Diese allgemeinen Ent- 
wicklungstendenzen werden durch Beispiele aus dem Erfahrungsbereich der Sowjet- 
union belegt. 


ART AND CHILDREN 
THE PROBLEM OF ART AND CHILDREN UNDER EDUCATIONAL EXAMINATION 


by Žečo ATANASOV, Sofia 


As a science dealing with the patterns according to which intellectual 
development and education are handed down through teaching from 
one generation to another, the science of education takes a particular 
interest in children’s attitudes towards art and in the effect of art on the 
mental formation of children’s personality. The problems arising in con- 
nection with this effect unite of course two sciences — aesthetics and edu- 
cational science. Aesthetics deals with the essence of beauty and its ex- 
pression in nature, in social life and in art; it explains the principles of 
creative work and the laws of development of art. But aesthetics also 
takes an interest in the aesthetic appreciation of the world, in the effect 
of beauty on the human personality. And it is at this point that it appro- 
aches the science of education, which by using the basic formulations of 
aesthetics takes a particular interest in the problems of the effect of 
beauty on the developing person; it takes an interest in the röle of art 
as a means of development of the mental powers of the rising generation, 
as a means of education. Educational science tries further to explain 
what is the place of beauty and beauty’s embodiment in art for the all- 
round development of the personality, the methods for the most expedient 
way of bringing to life the aesthetic effect, and what are in the long run 
the results of education for the thorough development of mental powers 
of a child. Both aesthetics and educational science take an interest in the 
formation of the aesthetic attitude to the beautiful, in educating feeling 
for the beautiful, in creating in the personality an aesthetic attitude to the 
various phenomena in reality and in the manner in which they are reflect- 
ed in art. But while aesthetics deals rather with the general theoretical 
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clarification of problems and is seeking the patterns of creative art (work), 
educational science, after grasping them, in accordance with its subject 
and methods, studies the issues as regards contents, conditions, ways and 
means, with the help of which it is possible to bring to life in the most 
effective way, the influence of art on children, so that they get closer to 
the aesthetics of humanity, to understand the aesthetic values, to learn 
how to appreciate them, as well as to create new aesthetic values. 

The problems of the effect of art on children, being subject to educa- 
tional investigation, are wide and various but they can be grouped into 
four basic spheres: 

1) Assessment of the artistic and educational conceptions of a work of art. 

2) Determination of the methods and forms of the effect of beauty on 
children’s personality. 

3) The influence of artistic and educational ideas upon the assimilation 
process of a child and on the improvement of his culture of aesthetic 
perception. 

4) Analysis of the educational result of the réle of art for stimulating the 
creative power of a child and the influence of beauty upon his moral 
behaviour. 

The scope of the problems related to educational science could be pre- 
sented by means of a scheme as follows: 


Work of Art E 


The aesthetic analysis of a work of art is not the specific purpose of 
educational science. It belongs more to the scope of aesthetics. But edu- 
cational science is interested in it as well, because a work of art represents 
a synthesis of ideas and artistic appreciation of the idea, the purpose of 
which is educative. A work of art which does not possess artistic value to 
the extent required does not and cannot educate. We can talk of the edu- 
cational significance of a work of art only when it has high artistic 
qualities. Without high artistic value the work of art has no educational 
effect. The idea or the intention alone to educate does not render a work 
of art educative. It is the artistic execution of the intention that matters. 
And in order to estimate to what extent the execution is successful, artistic 
analysis is necessary also from the educational point of view. And it is 
here where aesthetics comes to help educational science. The analysis of 
a work of art from the point of view of its educational effect, should be 
both aesthetic and educational at the same time. As a matter of fact the 


results of this analysis define the scope of selection of works of art to be 


Creative Reaction 
of Child 


Assimilation 
Process 
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submitted to children in order to achieve the desired and required edu- 
cational effect upon them. 

Specific educational problems arise from the investigation of the in- 
tensity and the tendencies of the influence of art on children. In general this 
comes down to the following: clarification of the relation between the 
work of art and the child as the subject of educational influence; definition 
of the methods and means by which it is possible to bring art nearer to 
children and children nearer to art with the greatest expedience and 
efficiency ; necessity for aesthetic and educational training of teachers and 
parents, who will help the child to perceive, to grasp the meaning correctly 
and to assimilate the works of art. Important is also the problem of the 
tendencies of aesthetic effect and also to what extent they could be seen 
and realized. 

The assimilation process in a child upon contact with a work of art is 
a specific educational problem too. It can be clarified correctly and tho- 
roughly in the light of information from the most up-to-date achieve- 
ments in psychology. Psychological analysis makes it possible to reveal 
(expose) the specificity of the aesthetic perception; to clarify the nature 
of the aesthetic feeling, in contrast to the emotional reaction which ac- 
companies every act of perception; to investigate the way in which the 
aesthetic assessment has been made and the aesthetic taste is formed. All 
this is of great importance for a complete assessment of the rôle which art 
is playing in furthering intellectual development of the personality. 

Of particularly great importance is the study of the manner in which 
the child reacts to art. 

The observer of art is never passive, but treats art with active thoughts 
and imagination, gives his own interpretation to it, responds actively 
with his mind to the action described, feeling the harmony of colours or 
tones. The stronger the work of art is from the artistic point of view, and 
the greater the wealth of experiences it provokes, the more intensive is the 
energetic psychical response. The active attitude of a child to the per- 
ception of art is a means of educating the creative personality. For this 
very reason it is the subject of a serious and profound study. 


Art and the All-round Development of Children’s Personality 

The all-round development of all physical and mental powers of 
children, as the purpose of education in the socialist society, finds ex- 
Pression in the achievement of the harmonious co-ordination of intellec- 
tual wealth, moral purity and physical perfection. To achieve this end the 


competent utilization of the effect of art upon children is of very great 
importance, 
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The basic essence of what is called intellectual wealth finds expression 
in the wide scientific orientation into the complicated problems of social 
development; in a definite outlook on life combined with profound con- 
viction; in the tendencies of development towards the socialist recon- 
struction of society. In the epoch of socialist construction one of the basic 
tasks of education is to increase the intellectual wealth of all working 
people, by means of providing them with the right outlook on life and 
with the relevant behaviour. 

The outlook on life incorporates in itself the whole system of views on 
and ideas about the natural and social phenomena surrounding man. It 
defines man’s attitude to phenomena. The outlook on life is an operative 
power governing the behaviour and life of a person. It is the position, 
conception, creed, faith, the essence of man. It brings dreams to life and 
makes action vivid. It makes man an accomplished and social personality. 
In the outlook on life are also contained the erudition and the attitude 
towards aesthetic values. In the attitude to art, the culture of a person 
finds expression, and the contact with works of art enriches this culture 
and broadens the world outlook both in scope and in depth. 

But ideology (outlook on life) is not a contemplative attitude to life. 
It always possesses an active power and a capability for expressing itself 
vividly and passionately. One who is confident in the rightness of his 
convictions is ready to defend them steadily and firmly, even at the cost 
of his life. Conviction is not just an intellectual phenomenon, it is related 
to the emotions, to intention and the assimilation process in a person. 
And it is for this reason that art is of very great importance for the active 
expression of the outlook on life. It helps the conviction to convert into 
inspiration, to find expression in a readiness for self-sacrifice. 

Many people think that for the formation of the outlook on life (ideolo- 
gy) only knowledge about nature and society is required, that conviction 
is achieved only by way of logical proofs. But the knowledge constituting 
the contents of outlook on life is not sufficient. In order to develop the 
knowledge into belief and to defend it passionately, it is always necessary 
to have the motive power of emotions, of impulse and of noble passion. 
And in increasing this power art is of particular importance, as it excites 
and enriches man emotionally, inspires and directs him towards bright 
dreams and great deeds, increases his tenacity of will, strengthens the 
will to fight to overcome difficulties, makes man persistent, offensive, 
brave, Art is born out of noble thoughts and brave outbursts and for this 
reason it arouses boldness of thoughts and impulsive action in the one 
who comes into contact with it. à 

Intellectual richness is in the active expression of human personality. 
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It radiates from every thought, appears with genuine brilliance in every 
action, in every gesture. That is why it is not difficult to recognize at 
first sight a man with a rich intellect. 

Only a man with a rich soul can understand, feel and assimilate aesthe- 
tically the creations of human genius and dream of their broad embodi- 
ment in the life of all people. But together with this the emotional re- 
sponse enriches the assimilation, stimulates the psychic powers of a 
personality, raises man from the spiritual point of view. The contact of 
children with art increases their intellectual wealth, broadens their scope 
for seeing and appreciating the phenomena of life, strengthens their 
aesthetical position, i.e. the outlook on life. Aesthetic assimilation makes 
the child approach the bright aim with a bold stride. It makes the outlook 
into the future clear, vivacious and inspired. Only a person who is full 
of ambitious thoughts and who is aiming at noble deeds, possesses an 
accomplished spiritual wealth. 

Spiritual wealth finds its brightest expression in moral purity. It involves 
nobility of thoughts and of incentive of behaviour, unselfish intentions 
and incorruptible humanity. Moral purity is the most attractive power of 
a man. It is the result of the total educational effect upon a person. It is 
created first of all in the normal life of man in the collective, in the edu- 
cational and the working activities, in everyday relations. In achieving 
this both art and aesthetic education play a particularly great part. All 
beauty which has found expression in works of art is the fruit of noble 
thought, of sincerity of feelings, of human incentives. Art springs from 
the purity of the moral personality of an author. In the creating process 
art refines the thoughts and the feelings of the author himself. It also 
affects strongly and ennoblingly everyone who perceives it, gives meaning 
to it and experiences it. Art is the most direct connection between the 
moral aspiration of the author and the person perceiving the work of art. 

Of particular importance is the positive character (hero) in art. The 
reader of a work of literature begins to live with the moral thoughts and 
aspirations of the characters, participates in their actions and deeds, is 
moved by their noble intentions, enriches his soul with what they ex- 
perience. But the negative (bad) characters also have educational sig- 
nificance when described with definite intention and clearly expressed 
moral assessment by the author. This assessment is assimilated by the 
reader, it forms a moral attitude in him, a value attitude towards the 
breach of the moral norms. 

The apprehension of every great work of art exerts influence by means 
of the aesthetic and moral conceptions incorporated in it. The creator 
more than anybody else has the ability to exert profound influence upon 
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assimilation by touching the most intimate spheres of feelings, by moving 
the thoughts, by directing aspirations and behaviour towards morally 
pure dreams and deeds. 

Works of art show to man the beauty in everyday routine, the poetry 
in the banality of impressions. In works of art the characters are clearly 
outlined, actions more defined, everyday life is tinged by inspiration and 
pathos. 

By taking the art perceiver out of the banality of everyday routine, 
the author introduces him into the world at large and clear confrontation 
of characters shows the beauty of noble moral striving and shows him 
the purity of aesthetic and moral experiences. And this is the very way 
of achieving moral purity of the soul, which characterizes the all-round 
and harmoniously developed personality. 

Art reveals and reflects beauty of life, the greatness of man striving for 
freedom, art takes possession of the power of the moral exploit, the nobility 
of love, the heroism of human deeds. The bright rays of its powerful effect 
kill the parasites of common placeness, egoism and small-mindedness. It 
is an atmosphere unfavourable for immorality. Art is born out of mental 
wealth and moral purity and raises one up to spiritual nobility and moral 
purity. For this reason the intercourse of children with art and the necess- 
ity of it is a sign of pure moral aspirations. 

Intellectual wealth and moral purity should be accompanied by care 
for physical development. In ancient times Juvenal said: “Mens sana in 
corpore sano”. (“A sound mind in a sound body”). Beauty of spirit and 
the purity of moral inducements in the moral conducts of a person should 
be in harmony with the respectively developed physical powers. 

What is the contribution of art to this external beauty? To begin with, 
it increases the outer wealth which inevitably finds expression in the 
features of the face, in the beauty of relations with other people. 

The aesthetic culture acquired in the sphere of the fine and applied arts 
creates the ability and taste for keeping up appearances, for co-ordinating 
colours in clothing, protects against snobbery and blind imitation. 

Dancing also shows and develops the gracefulness of man’s gestures 
discloses the splendour of every gesture. ! 

The harmonious development of a person in mental, physical and 
moral respect is impossible without the relevant aesthetic culture, with- 
out feeling for the beautiful. And beauty is not just a supplementing, a 
shining polish, but the profound essence of every human act. l 

The feeling for this can be seen most clearly in the moral behaviour of 
a person. 


314 ZECO ATANASOV 


Children’s Attitude Towards Art and Formation of their Moral Behaviour 

The beautiful or the ugly can be assessed in two ways — from the 
ethical point of view, and from the aesthetic point of view. Sometimes 
these two assessments coincide — especially when the point is to estimate 
deeds. The feat of the fighters for freedom is beautiful both from the 
moral and from the aesthetic point of view. The working deeds of people 
have both ethical and aesthetic value. The message (idea) of a work of 
art is interpreted equally from the positions of both ethics and aesthetics. 
A good deed is a beautiful deed as well. It is important of course to know 
from what positions an act is being assessed as a good or as a bad one, as 
a beautiful or as an ugly one. 

However we should not consider in a vulgar way the relationship be- 
tween the ethic and the aesthetic. There are embodiments of beauty where 
no moral idea is expressed tangibly. The beauty of a flower is neutral in 
the ethical respect. 

But also still life painting is too far from moral influence although it 
may have high artistic value such as innovation and manner of artistic 
representation. In cases like this the thesis concerning the relationship 
between the aesthetic and moral ideas can be expressed indirectly. When 
a man contemplates admiringly a picture of nature appearing in front of 
him, when he feels an aesthetic enjoyment in music, the moral value of 
which is not clear to him, when he is reading a lyrical work, filling him 
immediately with pleasure at the contact with beautiful poetical visions, 
he seemingly enjoys only beauty without realizing that it affects him in a 
moral respect too. But as a matter of fact in such cases there is such an 
indirect effect because the aesthetic assimilation spreads profoundly all 
over the human personality — makes a man responsive to the beautiful, 
provokes an admiration for the mastery of creators, develops the striving 
for respect, protection and increase of beauty; creates an attitude towards 
every product of human creative work. 

Aesthetic contemplation enriches the human soul emotionally, intro- 
duces nobleness in thoughts. This broad effect of aesthetic assimilation 
which affects very often unconsciouslyTall spheres of the human person- 
ality, interweaves in moral assessments and acts as a governing power 10 
moral behaviour. The aesthetic acquires also ethical qualities, by means of 
its thorough influencing of the personality. Therefore the connection be- 
tween beauty and morality exists even when it is not directly expressed. 
In any case contact with works of art, with art, has a profound moral 
meaning. 

We call beautiful only the socially meaningful action. Nobody will 
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call avarice, impudence or egoism beautiful, Beautiful are the acts which 
are useful for society — boldness, decisiveness, readiness to serve the mother 
land, the daring search for the new. 

The beautiful and the moral are inseperable in the human soul. They 
have a common root and common expression. “I have always thought”, 
writes Jean-Jacques Rousseau, “that good, this is the beautiful set into 
motion, that the one is very closely connected to the other and their 
common source is well organized nature”. 


Aesthetic Activities - A Means of Educating Active Personalities 


One of the most supreme manifestations of human activity is aesthetic 
activity, the activity for creating beauty. Man is not only the consumer 
but the producer of artistic values. Both in his thousand years of develop- 
ment and in his individual life he has always striven for beauty and to 
conform his actions to beauty’s law and requirements. Beauty attracts 
man and he is striving to embody it in every deed of his. But if in the 
activity the striving for beauty is expressed, then the aesthetic activity 
as a creative and dynamic characteristic of human personality is one of 
the basic means for activating man’s powers and is an objective with 
extremely important educational significance. We cannot imagine a man 
with an advanced culture, with harmonious development of physical and 
mental powers if his route of development has not passed through an 
active aesthetic activity. The point is not so much about the activity 
necessary for acquiring professional artistic mastery but that mini- 
mum activity which enriches man with knowledge and dexterity, with 
ideas and aesthetic experience, necessary to introduce beauty in every 
act for acquiring skill and creating criteria for determining the artistic 
qualities of objects and phenomena of the surrounding reality, for com- 
Prehension of art. 

_ In the aesthetic activity the concept ““man-art” adopts a special mean- 
Ing. These two elements develop into an active synthesis, they become 
United and inseparable. Man unites with the creative work through 
maximum expressed activity. The product of this may not be of the high- 
est aesthetic quality. But the activity itself creates a great richness of 
emotions, embodies in itself ideas, conceptions and taste which are a 
necessary supplement to the feeling obtained from objective contact with 
Works of art. 

_ As aesthetic activity cannot satisfy completely the necessity for art, 
in the same way the simply passive perception, as rich and thorough as it 
May be, cannot give man everything, particularly the feeling which is 
*Xperienced at one’s own creation and performance. 


art. Through it one gets to the heart of works of art better, because the 
active work of consciousness always helps the passive perception. 

This fact can be explained by the fact that perception itself is a complex 
process. In it participate the past notions and conceptions of the perceiver; 
the whole emotional wealth of the person finds expression in it. The 
activity is a way of increasing the knowledge, of extending the aesthetic 
experience, of getting familiar with the demands and laws of art. And all 
this is of importance for the enrichment of perceiving. Besides, the acti- | 
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vity extends the spiritual scope of perception because it has an immediate 
importance for the education of a person. The educational process itselfis 
carried out not only through perceiving and assimilating moral norms 
but through action too. 

By executing aesthetic activity children learn how to comprehend 
better and how to appreciate the values of culture. Action has an enno- 
bling effect upon thoughts and feelings. It has a particularly positive 
effect upon moral incentives. The Bulgarian saying, “ He who sings is not 
a bad man”, is full of a profound moral content from this point of view. 
It is not possible for a man to promote the creation of beauty and at the 
same time to be full of ugly and immoral thoughts and intentions. The 
contact with beauty passes as electric current through all aspects of 
thoughts and conduct. 

Aesthetic activity is of particular significance for the education of social 
feelings and by way of this — for the education of the spirit of collectivism. 
Creative work has a social character. It is always done with the collabor- 
ation of others. Through it closest spiritual contact is established among — 
people. It affects not only individual thinking and feeling but also the | 
peculiarities of social psychology. Creative work is an expression of the 
social essence of man. That is why it mostly contributes to the education 
of feeling for collectivism, for social intercourse. The participation ina 
chorus, in an orchestra, in dramatic societies, etc., puts the participants 
in close contact not only because of the necessity of joint action of pet 
formers but it draws them together by way of the beauty of the common 
experience. Man begins to feel more tangibly the necessity of other people 
and the common aesthetic joy brings everybody together into a unified 
creating collective body. Aesthetic activity discloses clearly to children 
the social essence of art. They realize profoundly the point that the cread 
tive process involves necessarily a well-developed social feeling and reati 
tion, sincere love for people; that the beauty so created is the fruit ofa 
deep humanistic assimilation. Aesthetic activity gives the possibility 19: 
those who are executing it to touch the psychological features of the creas: 
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tive process and thus makes them much more responsive to the works of 
art. They start to comprehend it and feel it like people who by themselves 
have experienced inspiration, suffering and creative joy. A person who 
has experienced something treats with greater emotional understanding 
a similar experience in other people. 

In aesthetic activity all particularities of psychology show up most 
intensively, the total spiritual wealth of the personality finds expression, 
ie. knowledge, skill, artistic culture, taste, understanding, imagination, 
knowledge about the technical means of expression of the respective art; 
abilities, talents, world outlook manifest themselves. 

When a person is creating something his spiritual powers are in a state 
of high strain. He gives everything of which he is prepared at the moment 
of the act of creation, he gives everything he can give. Aesthetic activity 
brings the disclosure of the personality up to the maximum limit. And as 
the psychological features do not exist of their own, but on the contrary 
are linked to one another like communicating vessels, the aesthetic activity 
is a powerful mover which gradually but surely brings the development 
of psychology to the top limit and by doing so helps the total psychological 
formation, the formation of the child. Without the aesthetic activity not 
only the aesthetic development remains unaccomplished and imperfect 
but also the total development of the person. In every man there exists 
the necessity to express by way of creating something, his inner feeling 
and understanding of beauty, by expressing his attitude to the world ina 
suitable manner — through words, colours, lines or tones. Children should 
not be deprived of the possibility of expressing themselves in a creative 
work where they could disclose their attitude to life and to the products 
of the human mind (spirit); of embodying by way of artistic expression 
the things they see; of interpreting the works of art according to their 
understanding and taste. 


Art and Education of Children in the People's Republic of Bulgaria 
During the epochs of prosperity of Bulgarian culture up to the 14th 
century when many creators show a definite Renaissance influence, as 
well as during the five hundred years under the Ottoman yoke, art always 
played an important part in Bulgarian schools, in the family and social 
education. The richness of children’s folklore proves this. In the latter 
are reflected both the sufferings and the bright fighting spirit, the adamant 
faith and valiant will for struggle, the strength of the strivings and ex- 
alting hopes. The aesthetic wealth of the Bulgarian people is part and 
Parcel of its mental life. The creative traditions give strength to Bulgarians 
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to remain a nation. The fighting ages gave birth to the fighting creative 
work which is a valuable national achievement. 

Even after the liberation from the Ottoman yoke Bulgarian education- 
alists paid particular attention to the educating rôle of art. The subjects 
of the aesthetic cycle (literature, drawing, music) by tradition enjoy 
particular respect and have been passionately defended when some ill- 
informed legislators tried to underestimate them as subjects of academic 
and educational significance. 

After the victory of the Socialist Revolution (1944) the Government 
paid unusual attention to the aesthetic education of Bulgarian children, 
Here are a few facts. 

At the conference of the First Superior Council of Teachers in 1945 the 
measures to be taken in connection with the correct treatment of teaching 
of singing and drawing were discussed. 

A very important place in the syllabus was taken by the subjects 
concerning the aesthetic education of children. In the primary school they 
represented one quarter of all lessons. As to the secondary school where 
attention should be concentrated upon all the subjects except for the 
classical languages, besides the other subjects, the extra-curricular work 
and pupils’ amateur performances are strongly promoted. It is recom- 
mended that singing, especially singing in chorus “be extended and culti- 
vated”. 10 hours weekly are allocated for chorus, 8 hours for orchestra 
and 10 hours for brass band. In the resolution of the First Superior Coun- 
cil of Teachers in connection with the teaching methods it is recommended 
as follows: “To utilize art for teaching and by way of this to enchant 
young people and to teach them how to serve people devotedly and self- 
lessly.”” 

The subjects of the aesthetic cycle take an important place in the present 
experimental plan of the general education schools. Drawing and singing 
are being learnt from the first to eleventh class. In the foreground of the 
teaching of drawing stands the task of developing in the children the 
sense of symmetry, correlation and colouring, of obtaining knowledge on 
the kinds of arts, of mastering the diverse pictorial techniques. In the 
course of the last two grades the pupils study the history of the universal 
and national fine arts, they obtain elementary knowledge in the field of 
aesthetics, In the teaching of singing and music the former abstract 
learning of notes, the dry intellectualisation of the educational process 
are already being overcome. The new program provides greater freedom 
for the child’s musical activity, necessary for the vocal power develop- 
ment, for the cultivation of a perfect ear, for acquainting the children 
with more musical compositions comprehensible to them. The main tas 
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is to develop the children as cultural listeners and good performers. 

In teaching literature one overcomes the old understanding of a dry, 
logical and didactic analysis and the aim is that the work of literature 
should be perceived and experienced as a unity of ideological and artistic 
content. 

There exist secondary schools for thorough study of fine arts, music and 
ballet for specially gifted children. These schools are under the supervision 
of the Committee for Art and Culture to the Council of Ministers. Those 
completing these special art schools may continue their education at the 
Academy of Fine Arts, the Conservatoire or at any other higher educa- 
tional institution. 

There exist also secondary schools of applied arts (ceramics, wood- 
carving), and for players of folk musical instruments. In Sofia there is a 
secondary school of choreography where the children enter at the age of 
11 (Class IV). This school trains professional choreographers but it also 
gives general education enabling everyone completing it to be a candidate 
for any speciality in the higher educational institutions. 

Aesthetic education has always been the subject of particular and special 
care on the part of the Party and the People’s Government. In all Party 
and State documents concerning education and teaching, the questions 
of aesthetic effect have always been worked out as well as the points 
concerning the réle of art as a powerful means of educating the new man. 

In the joint resolution of 1963 of the Board of Education, the Teacher's 
Alliance and the Central Committee of the KomsomoL (The Young 
Communist League) concerning the raising of the rôle of school for the 
education of pupils, special attention has been paid to the proper aesthetic 
education ‚of schoolchildren. A provision has been made to organize 
Town and Regional clubs for cultural recreation of pupils, by organizing 
musical lecture groups and educational concerts, lectures and listening 
to essays on the points of classical and modern musical art, fine arts and 
dramatic art. The managements of schools undertake the obligation to 
promote the initiatives for organizing at fixed intervals evening, morning 
and weekly parties dedicated to music, folklore, to poetry of the period 
of Bulgarian national revival and modern poetry, to the works of indivi- 
dual composers, writers, painters. Measures have been recommended to 
improve the activity of school amateur societies (groups). 

For the purposes of getting familiar with the works of fine art it is 
Tecommended to arrange picture galleries with reproductions from the 
heritage of classical and modern painters, by introducing at the same 
time the greatest achievements of some of the gifted pupils. 

Also special literary and musical broadcasts should be arranged at 
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schools in order to teach the pupils some theoretical features of thein 
dual branches of art. The joint resolution further incorporates mea 
for the complete artistic finishing of a book and all other cultural rel 
(issues) by paying special attention to illustrations. 

In order to raise the artistic level and to promote the educating pos 
lities of literature, especially for little children, the Central Commi 
the Bulgarian Communist Party issued a special decree in 1953 “On 
State and Objectives of Children’s Literature”. The decree is of g 
historical importance for the further advance of Bulgarian literat 
children. Essential theoretical literary and educational problems 
been raised there. A 

One of the basic principles is that “literature for children should 1 
created upon scientific and educational bases and governed by the e 
tional objective of the school”. Creators of literature for children 
criticized that “they do not study the educational problems well” 
for this reason very often works are created without being aimed 
particular age and they do not always take into consideration the 
aims of education. 

For the purpose of stressing the importance of books for children a 
of propagating among children, every year the Week of Children’s B 
and Songs takes place and becomes an exciting celebration for chil 
all over the country. During the Week various literary gatherings 
plays are arranged, meetings of the children with writers, composel 
artists are organized and the most topical aesthetic and educational 
blems considered. In 1960 was established in Sofia the “Club of Child 
Book”, the first one in the Balkan States and in 1965 was recons 
and given the new name “Club of Literature and Art for Children 
Teenagers”. There serious work is being done in connection with solv 
the problems of children’s literature, reading interests of children, 
being studied, books and art for children and teenagers are being P 
arized, methodical instructions are developed in connection with 
and art; the problems concerning illustrations and drawings for chi 
are being studied. The objectives of aesthetic education are so greai 
wide that it is not possible to bring them about simply in the process 
teaching in school, although now according to the new syllabus, literatu 
drawing, fine arts, singing and music are taught from the first up to 
XIth class of the academic school. That is why great attention is 
both extra-curricular and out-of-school amateur activities. The pro 
in this field is considerable. In the years of the people’s democracy 
number of amateur performers is increasing every year. In B 
schools there are now about 2,350 school choirs, orchestras and ensem» 
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1,640 dancing troupes have been organized as well as 1,480 dramatic 
societies, 970 fine arts circles and 740 literary circles. In this country 
there are over 700 Schools of Music for Children. For the purposes of 
studying ballet there are about 100 Balletschools. In their extra-curricular 
amateur activities the schools are helped by society — professional organ- 
izations, producer’s co-operatives, reading clubs, etc. More than one half 
of all pupils in the Bulgarian schools take part in one form of amateur 
activity or another. An average of 30 thousand concerts take place every 
year. The activity of some collectives arouses real aesthetic admiration 
and is universally acknowledged. In the comments in the foreign press 
on the concerts of the chorus “Bodra Smiana”, the chorus at the “Pio- 
neers’ Palace”, the radio-chorus, the children’s orchestra to the Bulgarian 
radio etc., it is always stressed that the great achievements in the perform- 
ances can be explained by the wide introduction of aesthetic education in 
Bulgarian schools and chiefly for this reason the flourishing of children’s 
talents is possible. Top specialists have remarked that the performance 
of children in many ways rivals that of the professional performers. 
Aesthetic education does not find expression only in the enjoyment 
acquired from the perception of performance. The results of the education 
should inevitably reflect on the manner of life of the rising generation. 
In this way the beautiful is transferred from the works of art to life and 
life gets nicer. For this very reason in the educational programme of 
Bulgarian schools particular attention is paid to the introduction of 
aesthetics in everyday life. 

Both in school practice and in the field of educational theory the 
significance of aesthetic education is appreciated and comprehended 
more and more as an integral and basic aim of communist education — 
namely the all-round development of personality. More and more the 
rôle of aesthetic education is being extended and it will go on being ex- 
tended in the coming years — years of economic and cultural progress. The 
children whose education we are concerned about today, will be the 
creators of beauty tomorrow. And permanent contact with art and beauty 
prepares them for this task. 
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KUNST UND KINDER 


DAS PROBLEM KUNST UND KINDER ALS GEGENSTAND PÁDAGOGISCHER REFLEXION 
von ZE&o ATANASOV, Sofia 


Fragen der ästhetischen Erziehung verbinden beide Wissenschaften: Asthetik 
und Pädagogik. Es ist Aufgabe der Pädagogik, Wirkung und Einfluß der Schönheit 
auf den heranwachsenden Menschen festzustellen, dafür geeignete Methoden zu be- 
stimmen und die Ergebnisse der seelisch-geistigen Formung der Persönlichkeit zu 
erforschen. Die Aufnahmebereitschaft, das Gefühl, die Beurteilung, der ästhetische 
Geschmack und die künstlerische Betätigung sind Gegenstand der Kunsterziehung, 
Dieser Bereich der Erziehung spielt im Bildungswesen der Volksrepublik Bulgarien 
eine wichtige Rolle und erfreut sich des besonderen Interesses der Bildungspolitik 
der Regierung. 


L’ART ET LES ENFANTS 


LE PROBLÈME DE L'ART ET DES ENFANTS EN TANT QUE SUJET DE 
RÉFLEXION PÉDAGOGIQUE 


par Žečo ArANasov, Sofia 


Les problèmes de l'éducation esthétique lie les deux sciences: l'esthétique et la 
pédagogie. La tâche de la pédagogie est de déterminer l'influence de la beauté sur 
l'homme qui se développe. La pédagogie fixe les méthodes appropriées pour cette 
influence et fait des recherches sur les résultats de la formation spirituelle de la per- 
sonnalité. La conception, le sentiment, l'appréciation, le goût esthétiques et Vacs 
vité artistique représentent l'objet de l'éducation par l'art. Cette éducation, occur 
pant une place importante dans le processus complet de l'éducation à l'école de la 
République populaire de Bulgarie, est soumise aux soins spéciaux de la politique 
éducative du Gouvernement. 


THE COLLECTIVE AND THE PERSONALITY OF THE CHILD 


by LjubmiLa I. Novikova, Moscow and 
ALEKSANDER LEWIN, Warsaw 


Children's Collective in the History of Socialist Education 


Many educators of the past thought about educational potentialities of children’s 
communication, about the influence of the spirit of friendship and community on 
the child’s personality, on his working capacity, emotional receptivity and moral 
qualities. During recent years the interest in this problem has increased rapidly. 
This can be explained, on the one hand, by the needs of practical work, seeking to 
find out the most effective ways of bringing up the rising generation in the present 
conditions; on the other hand, it can be explained by achievements of related 
sciences (philosophy, psychology, sociology, etc.) which throw new light on pro- 
blems of personality, communication, activity, small groups, etc. 

Beginning with the first years of the Soviet society the problem of the collective 
and personality became one of the most pressing and urgent problems of theory 
and practice of bringing up the rising generation. The task confronting educators 
was to organize the process of bringing up the rising generation in such a way that 
society would receive people with a new, collectivistic psychology, in whom public 
interests would prevail over personal interests. Pre-revolutionary school, with its 
spirit of individualism, could not help in the solution of the problem. It did not give 
children experience in communication and collective life, it did not teach them 
collective feelings, did not develop in them the spirit of friendly solidarity. 

The new Soviet school was to establish its work with children on basically new, 
collectivistic principles. This was understood very well by prominent Soviet edu- 
cators of that time, N. K. Krupskaja, A. V. Lunaéarskij, S. T. Sackiy, P. P. Blonskij, 
A. P. Pinkevië, M. M. Pistrak, etc. They quite rightly contended in their papers, 
articles, books that it was possible to educate people with new, collectivistic psy- 
chology only by including them from childhood in experiences of collective life, 
by developing skills and habits of collective communication, and by forming 
collectivistic consciousness. Proceeding from this it was suggested that the work 
of any establishment for children (school, first of all) be organized on the principle 
of a collective, and a collective of a new, socialist type. A. V. Lunatarskij said at 
the Third Congress of Workers’ and Peasants’ Youth Leagues: 


“Our aim is not to make the school a fraternity or alliance of a small group, 
a small monastery where people get accustomed to each other and live accord- 
ing to their communist ideals, we need a union where the windows and doors 
are open...” 1) 


The organization of character education of the rising generation according to 
the new principles was fraught with many difficulties. The majority of teachers were 
not prepared to do this work. This is why it is not by chance that N. K. Krupskaja, 
A.V. Lunaëarskij and other educators spoke again and again about collectivistic 
upbringing, explained its meaning and aims, characterized its main principles, 
N.K. Krupskaja paid special attention to the propagation of these ideas. She ad- 
dressed in her speeches both teachers and children, and called upon them to join 
collective life, to develop traits of collectivists. This was important in those days, 
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and this is equally important now. Of special importance and practical meaning 
are Krupskaja’s thoughts about main lines of public upbringing (on the develop- 
ment of social instincts, social consciousness, social habits), about the organization 
of collective activities of schoolchildren, on the humanism of relations within the 
collective, on the role of emotions in collective upbringing, etc. Paying much atten- 
tion to the process of forming collectivistic psychology, habits of collective beha- 
viour in children, N. K. Krupskaja and A. V. Lunaëarskij did not think, however, 
that the process could or should result in “levelling” children’s personality, in 
depriving them of individuality. They criticized cases of such “levelling” in practice, 
criticized attempts of some educators to build “a theoretical basis” for such practices, 

The text of “Basic principles of a unified labour school”, published on October 16, 
1918, demonstrates best of all how the problem of the collective and personality 
was formulated and solved during the early period of Soviet education. 


“The school should try, as far as is possible, to eliminate in the children’s 
souls those features of egotism which are inherited by man from the past, and 
to prepare the child for the future, it should try to unite solid collectives in 
school and develop to the utmost the ability for common feelings and solidarity. 

Individualization is not limited by this. Personality remains the highest 
value in socialist culture. But the personality can develop its inclinations best 
of all in a harmonious and solidary society of equals... Socialist education, 
combining the trend to building intellectual collectives with delicate individual- 
ization, results in the fact that the personality is proud of developing in itself 
all the abilities for serving the whole.” 2) 


Thus, the collective was looked upon as a basis for all-round development of 
each child’s personality ,as an instrument of mass education, as a means of forming 
collectivist psychology in the whole rising generation, the psychology which helps 
the strongest to serve society with their talents and helps those who are weaker to 
get from society the intellectual culture which they and their parents were deprived 

“of in the past. 

_In the 1920's-1930's not only a general approach to solving the problem of collect- 
ive and personality in conditions of transition from capitalism to socialism develop- 
ed, Prominent educators of that time (P. P. Blonskij, A. P. Pinkevi&, M. M. Pistrak, 
A. V. Zalkind, A. S. Zaluznyj, E. K. Arkin, S. M. Rives, N. I. Sul'man, etc.) in 
their works ‘on public education, school collective, children’s self-government, 
extra-curricular activities, expressed many important ideas on the collective's 
influence on the child and the role of the collective in forming his personality. Many 
of their conclusions about relations between collective and child, based upon their 
studies of real collectives, are still important now. Stressing the great influence of 
the collective on the formation of the child's personality, they wrote that the in- 
fluence could vary considerably, and not always be positive. P. P. Blonskij writes: 


“The children's collective is a great educative force in relation to its mem- 
bers. It does not only regulate the social and moral behaviour of its members; 
sometimes it comes to regulating small details, even the manner of speaking, 
wearing hats, etc. The behaviour of each member of the collective is regulated 
not only in detail, it is regulated intensively. A good comrade evokes the respect 
and love of the collective. The collective admires some of its members. But in 
the case of a conflict with the collective the child risks to be subject to very 
strong measures of influence including mockery, beating, expulsion’’.’) 
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V. M. Bechterev, analysing the influence of collectives on different children, 
comes to the conclusion that the influence may be (a) stimulating when muscular 
and psychological energy of man increases in the presence of a collective, when he 
becomes stronger, understands and memorizes better in the presence of his friends; * 


(b) activizing, when a child passive in some activities or in relation to some ques- 


tions, “seeing and hearing” his friends, who are doing something, becomes active 
and joins them of his own accord; suppressing, when the collective inhibits the ` 


` child's activity and self-expression, “sometimes up to the complete suppression of 


personality and refusal of itself’’.4) à 

In the twenties and thirties Soviet education paid special attention to studying 
the position and role of individual children in the collective. Analyzing the character 
of relations between the so-called “leaders” and the rest of the children researchers 
studied the qualities which determine authority in any particular collective. There 
were attempts (P. P. Blonskij, A. S. ZaluZnyj) to study relations between collective 
and individual child in relation to age. P. P. Blonskij makes an interesting con- 
clusion that a little child with his anarchism should pass through a stage of complete 
submission to the collective, to the whole, while a young man or girl with developed 
individuality and initiative should obey only because of his internal convictions. 

In summary, it is possible to make a conclusion that as early as in the twenties 
and the beginning of the thirties Soviet education looked upon the collective as a 
powerful means of forming and developing a child's personality, effective in the” 
hands of a good teacher who uses it for communist education. Main ways of devel- - 
oping children's collectives were studied, as well as the main requirements for them: 
the question was discussed of how to regulate the process of forming a child's per- 
sonality in the collective. 

Educational institutions headed by S. T. Sackiy, A. S. Makarenko, Bol'3evo and 
some other communes, experimental and demonstration institutions of the People's 
Commissariat of Education of the Russian Federation played an important part ` 
instudying problems of collective education and upbringing. Their workers establish- 
ed closely-knit, purposeful children's collectives and used them as important means: 
of communist education of children, adolescents, and youth. This experience 
should be looked upon as an experiment which was far ahead of the then mass 
practices. It was a basis for important theoretical generalizations in the works of 
S. T. Sackiy, M. M. Pistrak, A. S. Makarenko, S. M. Rives, and other educators. 

In fact, it is on the basis of this experience that the fundamental methods of 
organizing and developing children's collectives of a socialist type were worked out. 
Best of all they are reflected in the educational heritage of A. S. Makarenko who 
was a talented teacher, a serious researcher, and a good writer. " 

The main object of Makarenko's educational analysis is the children's collective, 
the process of its formation and development, problems of guidance. In our days 
the problem of collective and personality has a special place in the theory and 
practice of socialist education, being a specific feature of the educational system, 
characteristic of our countries. À 

Our countries have achieved considerable success in the practical solution of the 
problem. Examples of it are those generations of youth who, having been brought 
up in conditions of socialist collectives, withstood the hardships of the world dris 
post-war restoration work, for whom high ideals of progress, humanism, and intellec- 
tual growth were the guiding star in their lives. y 

These achievements are seen not only by us. They are noticed by educators, 
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public figures, journalists, who visit our countries and who are interested to see 
how the ideas of collective upbringing are put into life. 

Many of these educators who seriously studied the system of socialist education, 
have been able to see its advantages. For example, Roger Gal, a well-known French 
educator, analyzing the present state of educational sciences and the problem of 
social development of the child, speaks especially about the success of the Soviet 
system in this respect. He writes: 


“The Soviet school has turned children’s collective into an important 
instrument of communist education and into a means which corresponds best 
of all to the purpose of developing conscious discipline''.5) (Translated from 
the French). 


Ananalogous opinion is expressed by the American psychologist, U. Bronfen- 
brenner, who visited the Soviet Union several times. Speaking at the Third Psy- 
chological Congress about results of his study of the effectiveness of various public 
education systems he said about advantages of our system: 


“What impresses a Western observer about Soviet youngsters is their ‘good 
behaviour’. They are well-mannered, industrious, sociable, eager to help each 
other. At the same time, there is no feeling of depression which is characteristic 
of authoritative institutions’’.6) 


However, in some books, educational dictionaries and discussions, the opinion is 
expressed that collectivism, typical of the socialist system of upbringing, means 
“a social theory and reality where values and rights of the collective as a whole are 
stressed so much that this leads to the liquidation of importance and values of a 
separate personality and a contemptuous attitude to its dignity.” 7) 

Such opinions are expressed quite often, and it seems appropriate in this article 
to describe essential features of theory and practice of collective upbringing in 
socialist countries, to characterize trends in this field and to demonstrate how the 
problem of developing the child’s personality is solved in the system of collective 
upbringing. 

The aim of the present article is to acquaint our readers with those ideas about 
the collective and its educational functions and potentialities which exist in con- 
temporary socialist education, with those main patterns which have been found on 
the bases of analysing practical experiences, with directions in researches which 
are carried out in specialized research groups.5) 


Children's Collective, its Characteristics and Structure 

Various collectives have been established and function in our countries. They can 
be divided into 5 main categories: educational (collectives of schools, technicums, 
etc.) ; ideological (collectives of children's and youth organizations); according tO 
interests (collectives within a club); free communication (collectives in places of 
living) ; re-education (children’s collectives in reformatories). 

From a certain age every child becomes a member of several collectives. In each 
of them the child is brought up or educated “in parts", to some extent. And it is 
only using the whole network of different collectives as instruments of character 
education, that we can bring the child up as a valuable, integral personality. — , 

The character of influence of each collective on the child depends on its place in 
the general system of upbringing, its specific functions in relation to the child, 
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internal and external conditions of its functioning. In this paper we shall not 
characterize collectives of various types. We shall describe here those features, 
general for all children’s collectives of a socialist type, without which a group of 
children ceases to be an educational collective. 

We define a children’s collective as a complex social dynamic system, character- 
ized by a certain external and internal structure, certain regularities of functioning, 
Using these regularities, on their bases, we, educators, turn a collective into an 
instrument of upbringing. 

A distinguishing feature of our children’s collectives is their external structure: 
asystem of connections with society. It can be expressed by a formula: “Children’s 
collective is an integral part of society". The formula appeared during the first 
years of Soviet education and was tested by the whole experience of collective 
upbringing and confirmed by it. 

What is the meaning of the formula? Children’s collectives do not live and 
function in cosmic space. They are surrounded by the environment with everything 
"that is progressive in it, and with all shortcomings, unresolved questions, and 

survivals, that take place in it. Under the influence of the environment children ` 
` assimilate certain knowledge, skills, and habits, which are sometimes in harmony 
with laws of collective life and enrich it, and sometimes they are in conflict with it. 

What is the best way of organizing connections between children’s collective and 
its environments with the aim of preventing bad influences from the latter without 
- losing anything that is good in it? 

Practice defined the following ways of solving the problem: 

a) concentration of children’s attention on everything that is positive in the life 
around them, their systematic acquaintance with “the best examples" — with 
experiences of the best enterprises, with the life of outstanding personalities, 
through excursions, meetings, interviews, etc.; 

b) special care of those children who live in bad socio-economic conditions, their 
isolation from the negative influence of the family through boarding schools, 
Schools with prolonged school-day, children's homes; 

€) active participation of children's collective in real life of the environment, in 
the life and activities of adults. Taking part in the transformation of the environ- 
ment, in the work of adults, participating together with them in resolving concrete 
practical questions, our children's collectives begin to play a more and more in- 
dependent and active part in the life of society. 

While external connections, external structure of the collective is original, its 
internal structure is also original. It is connected, first of all, with the character 
of the relation between the collective and adults. We know from experience that 
children's collectives, formed without adults, do not last long, as a rule. 

When such collectives exist for a long time, they usually find ROMA e 
deadlock. Life experiences of its leaders are not enough to lead the collective in the 
right direction for a long time. Guidance on behalf of adults is necessary. { 

The main condition for the effectiveness of educational leadership of adults is 
integration of their efforts. We do not count on one teacher, who may be very 
bright, with his own methods, but who is isolated in his work with children from his 
colleagues; common efforts of the teachers’ collective are characteristic of socialist 
education. 

Many years of practice confirm Makare: 
effective only when they are united in a collective and have the same 


nko’s thesis that efforts of adults may be 
principles in 
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their communication with children, the same methodology and the same approach 
to children. 

Thus, any educational collective is an integral unity of children’s collective and 
teachers’ collective, and the former is under the influence of the latter. The teachers’ 
collective defines educational functions, plans the structure, organizes activities of 
the children’s collective, exerts influence on forming interrelations within it. 

But the children’s collective is not only a model made by adults; it is a spontane- 
ously developing phenomenon. Children need communications, and they interact 
with one another not only according to prescriptions given by adults. It is impossible 
to guide a collective effectively without taking its spontaneous development into 
consideration. 

There are a number of special studies of the teachers’ collective, analyzing its 
structure, a system of connections which unites it, the character of relations with 
the children’s collective. These studies describe the trend of changing the structure 
of the teachers’ collective as a result of developing the system of public upbringing 
of children in our countries. 1 

During recent years more and more collectives of industrial enterprises, collective 
farms, research institutions have taken part in the process of purposeful upbringing Y 
of children, Workers, collective farmers, scientists, together with teachers, take part 
in the life and activities of children's collectives, enriching them with their experience 
and knowledge. As a result of it, the structure of educational collectives becomes 
more complicated. We face a serious task, connected with the search for the most ` 
effective forms of integrating efforts within the structure, taking into cos 
the trends of its development. ' 

It was found out from practice and research that the teachers' collective does not 
only exert strong influence on the children's collective through direct contacts and 
the system of specially arranged influences. It exerts great influence on the character 
of life in the children's collective and interrelations within it by the very fact of its 
existence through a kind of induction. Taking this into account, the heads of our | 
best educational institutions take care not only to strengthen professional connec- 
tions and relations in their teachers' collectives, they try to create an atmosphere 
of warmth, friendliness, mutual help, delicate and tactful attitudes of teachers to 
each other. We have come to the conclusion that connections between children's 
and teachers’ collectives are most effective when the teachers are not “above” the 
collective of children or use the latter as a means of authoritarian influence on 
personality, but when the teachers are an integral part of the children's collective 
and are naturally included into the system of children's relations regulating them 
in the interests of developing every child's personality. 3 

This is why we are looking intensively for the most effective forms of cooperation | 
between children and adults within educational collectives of various types: The 
problem of cooperation between children and adults is most complicated in the 
sphere of collective upbringing, as teachers cannot look upon the children's collec- 
tive as something settled and stable. 

Within a collective children are connected by a whole network of constantly 
changing connections and relations: short and long, formal and informal, insp! À 
by adults and spontaneous. Materializing in the public opinion of the collective, its 
traditions, feelings, norms of collective life, these connections and relations le 
to the formation of a peculiar atmosphere and intellectual tension which practically 

determine the collective's influence on personality. This field changes both in the 
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process of forming the collective and in connection with the growth of children and 
systematic change of the population of the educational institution where the collec- 
tive functions. In other words the children’s collective appears as a continuous 
process, and the process becomes more and more complicated, as the life of children 
becomes more complicated in our dynamic time. 

Trying to organize the life of the children’s collective within different educational 
institutions, both children and teachers always have to resolve many structural 
questions, connected with establishing various ties between children’s organiza- 
tions, connected with children’s self-government. 

The study of structures of children’s collectives has led us to the following con- 
clusions: 

a) an optimum structure of children’s collectives cannot be a priori. It is deter- 
mined by the type of the collective, its functions in relation to children, it changes 
in the process of its development and the growth of children in the collective; the 
structure changes when the aims of the collective change. 

b) The clear-cut structure is an important condition for efficient functioning of 
the children’s collective. It shows clearly relations of children within the collective, 
distribution of forces and groups, helps reveal conflicts. 

c) The clear-cut structure of the collective creates conditions which make it 
easier for every child to join the collective and enter the sphere of its activity. 

Studies of a primary collective play an important part in our studies of the organ- 
izational structure of the collective. This problem had been formulated in Soviet 
education long before the theory of small groups was developed in sociology. The 
nature of a primary collective is dual. On the one hand it is a group of children who 
are in contact with one another, on the other hand it is a certain form of a child’s 
connection with the whole collective, a form of his participation in it. This is why 
the primary collective is the main form of contact with the personality of a child. 

As arule, our children’s collectives are rather complex unions of different primary 
collectives. The school collective is very complicated. It includes many collectives 
of various types: classes, clubs, circles, Young Pioneer units, Komsomol groups, etc. 
‘Every child is a member of the whole collective through membership in several 
smaller collectives, and every collective exerts influence on its member, The 
Structure of self-government in the collective usually corresponds to the structure 
of primary collectives. As a rule, it is the pupil’s committee or council of monitors, 
Komsomol committee, Young Pioneer councils, council of a club, council for 
Physical culture. There is a certain hierarchy of relations between them. 

The structure of the children’s collective, its primary collectives, self-government 
bodies is not the same in different schools, it only has some general features. Every 
School organizes its collective in its own way, taking local conditions into consider- 
ation. Special experiments are carried out to study experiences of these Schools 
and trends in developing the structure of school collectives. An important direction 
in this work is the search for a rational structure of children’s collectives which 
involve various groups of children in their places of living. These studies are of great 
educational and social importance as they are connected with rational use of leisure 
time and prevention of child neglect. E 

It is not by chance that we discussed in some detail the structure of educational 
Collectives; these questions are closely connected with two important problems of 
communist education: the development of social maturity of the child and the 


development of his individuality. 
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The Development of Social Maturity of the Child in the Collective 

Trying to solve developmental problems of children we cannot help taking the 
following circumstances into consideration. 

Firstly, the problem of social maturity and preparation of the rising generation 
for life becomes more and more acute in our time as the process of biological and 
intellectual development of children passes notably ahead of their social develop- 
ment. At present, the moment of entering independent life comes for youth later 
and later. Sometimes this leads to social infantilism, indifference to problems of 
social life and even to cases of anti-social behaviour. 

Secondly, though the need for communication is characteristic of children from 
a very early age, communication itself does not provide a normal process of social- 
isation for the child. Psychologists have found that a trend towards themselves or 
towards the process of activity prevails in children’s collective actions, especially 
at an early age. It is only later, when they become adolescents or young people, that 
a collectivistic trend begins to prevail. 

Thirdly, the problem of social maturity of the young generation in conditions of 
socialist countries is studied very widely. We are talking not only and not so much 
about the adjustment of the rising generation to existing social conditions, we are 
talking about its participation in transforming and improving these conditions. 
When the problem is formulated in this way, social experiences of children themsel- 
ves become specially important. It was as early as in the twenties that Krupskaya 
called upon children to take part in collective life and to develop qualities of collect- 
ivists, It is natural that social experiences of children are not developed spontane- 
ously, they are mainly organized by teachers and introduced by adults into the life ` 
of the rising generation, playing an important part in the system of communist 
education. 

Our children, as everywhere, assimilate social experience from different sources: 
in the family, from mass media of communication, from interaction with the micro- 
environments, from communications with friends, teachers. But this experience, as 
we know from practice, is limited, one-sided and cannot serve as a reliable and solid 
basis for stable social behaviour. The child should not learn, he should appropriate 
multi-sided experience of social behaviour, internalize it, work out his own principles 
which determine his behaviour both in envisaged and unforeseen situations. 

In the family the child’s own experience of moral behaviour is limited to family 
relations. Even in the best conditions they are not adequate to the relations the 
person takes part in in all other spheres of social life. 

It is also impossible to rely upon spontaneous contacts with adults and 
This influence which may be very effective sometimes, may be very contradictory 
in its character and results. 

As for mass media of communication, they, admittedly, have an influe 
social maturation of the child, but this influence is indirect: through conscious 
and the emotional sphere they give an impetus to one or other kind of behaviour. 
But this influence cannot replace immediate experiences of behaviour, experiences 
in activities, communications or relations with other people either. 
à Many years of practical work give us grounds to say that a special, and very 
important, part in social maturation of the child is played by a collective of peers, 
where the child, together with other children, acquires independent, many! 
experience of social behaviour. "m 

It is not by chance that Makarenko figuratively called the children's collective 


peers. 


nce on 
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a kind of gymnasium to develop norms and habits of social behaviour. The internal 
life of the children’s collective is not the only basis for training these norms and 
habits. Being an integral part of society and a link between society and the child’s 
personality, the children’s collective, through its specific moral and intellectual 
atmosphere, transforms all the influences which widely come to the child from his 
macro- and micro-environments. As a result of it, the transformation of influences 
of both, mass and individual education, takes place in the collective. 

Analyzing processes of assimilating social experiences by the child it is possible 
to define its main sources. First of all, these are common actions of children in the 
collective, common feelings, making common judgements, mutual information. 

The thesis that it is possible to unite the children’s collective mainly on the basis 
of their collective activities is universally recognized now. At the same time one 
should take into account that the child’s activity (as that of an adult) isanintegral 
unity of two processes: assimilation of the surrounding world of things, ideas and 
phenomena, and communication with the other participants. Each of the processes 
is interpreted in a different way in various activities. This is why each activity has 
its own educational potentialities. 

We know from practice and many researches that the best opportunities for 
assimilating social experience by children are created in the process of team-work, 
especially in the sphere of material production. These opportunities can be achieved 
in the best way under the following conditions: 

a) if the work is socially useful and gives results from the children’s point of 
view; 

b) if it is accompanied by detailed explanations; 

c) if it is voluntary; 

d) if the child’s contribution is creative D 

e) H the work is organized on principles of socialist competition, mutual help, 
mutual control, mutual responsibility. 

As a rule, children’s work in the socialist school is socially oriented, This makes it 
easier to put the child into a position of innovator, inventor, researcher, By its 
nature, labour presupposes cooperation of the efforts of its participants. These 
distinctive features of labour explain the fact that not only in Makarenko’s collec- 
tives, but in collectives of the present time public upbringing of children is mainly 
based on collectively organized creative labour. 

Children’s collectives have worked out certain forms for participating in public 
life: mass working campaigns, transformation of the immediate environment, 
economic activities within collectives; taking part in the work of industrial and 
agricultural collectives. 

An important part in accumulating social experiences by children is played by 
their classroom and study activities, though up to recent times potentialities of 
mutual communication of children in the process of learning were clearly under- 
estimated, In practice this communication was in the form of assistance to slow 
learners by brighter pupils, in the form of influence through public opinion on those 
children who studied below their abilities and potentialities. Now both research 
Workers and creatively working teachers try to find out educationally useful forms 
of children’s communication in the process of learning that would reinforce the 
Social importance of cognitive activity from children’s points of view, while being 
M accord with specific features of children's learning. ; 

Games play a specially important role in the life and activity of children. Being 
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a distinctive feature of children’s collectives, playing games does much to enrich the 
social experiences of children, to form norms of social behaviour. Very important 
are such games, for those playing acquire much social knowledge which will be 
useful for them in the future, and have, in simple forms, much practice in social 
communication. Taking these features of games into consideration, we try to intro- 
duce their elements into every aspect of life of children’s collectives. This trend was 
very clearly expressed in Makarenko’s work, where games were closely combined 
with other aspects of activity. 

Now this trend is clearly seen in the practice of schools and other educational 
institutions. Widely spread and traditional in our countries became such bright, 
picturesque ceremonies such as “The first bell”, “The last bell”, holidays such 
as “For the honour of our school”, “The first furrow’’, “The first sheaf”, “The 
holiday of labour’’, etc. 

During recent years more and more researchers and practising teachers have paid 
attention to free communication of children as a special form of their collective 
activity. We face a problem of how, without unnecessary regimentation, to make 
free communication a source of positive social experience, of how to teach children 
the culture of communication. In connection with this, educators of some socialist 
countries have developed the most rational forms of organizing children’s leisure 
time in their places of living (groups of different ages in the USSR, “out of doors 
education” in Poland, children's communities and collegiums in Hungary, etc.). 

Analyzing various children’s activities we have come to the conclusion that it is 
necessary to carry out special studies to find the optimum structure in children’s 
collectives of various types. In our search we try to find a system of common 
activities of children which would provide for the accumulation of versatile social 
experiences which would be useful to them not only in the sphere of their future 
work, but in the sphere of leisure, which is very important in connection with further 
perspectives of cutting down working hours in our countries. 

The character of the child’s social experience, acquired in a collective, depends 
both on the structure of the collective activities and the position in life, given by 
the collective. The structure of our collectives is such that in any of them this 
position is socially conditioned from the child's point of view. Thus, in the collective 
of his class the child understands that he studies not only with the aim of acquiring 
knowledge, skills and habits, necessary for him personally for his future independent 
life and work. The society needs him as a good specialist, and this is why good 
achievements at school are not only his own, they are a social cause. K 

The same conditions are created in clubs and circles where children develop their 
individual abilities and interests. This atmosphere helps the child feel as if he were 
à young inventor, a young researcher, a young artist whose creative work is needed 
by the collective, by the people around him, by the society. 

Our children develop their social habits most of all within the collectives of 
children’s communist organizations. These collectives put the child into the position 
of a young citizen who takes care of the needs of society and does his best to impo 
social realities surrounding him, into the position of an organizer of socially usefu 
activities. Children’s communist organizations are mass organizations and every 
child has opportunities to get adequate social experiences. 

Our practice of using the collective as an instrument of social education of the 
child is often criticized on the grounds that it would inevitably result in levelling the 
child’s personality. Of course, the children’s collective, being an instrument 0 
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social development, requires of every member behaviour corresponding to those 
norms which are established in the society and in the collective. Moreover, the 
children’s collective creates an atmosphere favourable for fulfilling the norms, and 
at the same time it forms public opinion against those who break them. The collec- 
tive's requirements of personality grow as the former develops and improves. The 
child should not only be industrious, obedient, honest, he should mobilize all his 
creative power, abilities, energy to solve more and more complicated problems the 
collective faces. This continuous process of personality development in the collective 
with continuously rising standards can hardly be called levelling. This may be 
regarded as raising the standards of everybody to a higher level of social conscious- 
ness and behaviour. 


The Collective and the Development of the Child’s Personality 

The child is formed in our children’s collectives and under their systematic 
influence as a creative individuality, thinking in his own way, independently 
solving particular problems, possessing unique individual interests, abilities, 
talents, traits. 

In the process of his personal development the child needs both communication 
and isolation. Trying to express and establish his ego among his age-mates, he looks 
for and either finds or does not find in the collective the environment favourable for 
this important process. In the collective he wins or does not win the recognition 
of his real or imaginary merits. Here his intentions and plans for life are supported 
or rejected by his mates. In the collective he learns to persist in his opinion, his 
position in life, It is only in the collective of his age-mates that hecantakea“‘special’’ 
place which is satisfactory for him. Practically, the collective is an arena for self- 
expression and self-establishment of personality of the growing man or woman, 
This is why it becomes an important instrument for the child’s individual develop- 
ment in the hands of teachers. 

Our society is greatly interested in the effective use of the collective or such an 
instrument. We need creative people, who can accomplish a revolution in the field 
of science, technology, production, who can think and act independently. 

The care for developing every child’s individuality is expressed: 

a) In the activity of administrative bodies and general public. 

The network of schools for children, gifted in any particular sphere, grows every 
year. Optional studies are introduced in regular schools. The work in the upper 
grades is based on the differentiation of interests.The network of children's extra- 
School establishments grows: houses of pioneers and schoolchildren, centres for 
young technicians, young naturalists, etc. Clubs, circles, sections for creative 
activities, etc. are established on the initiative of scientists, engineers, workers, 
Collective farmers, They are set up at residence areas, research institutions, palaces 
of culture, etc, 3 

, P) Public education bodies and central bodies of children's and youth organiza- 
tions Prepare and distribute teachers' guides and other materials, for teachers, 
Pioneer leaders, etc, They stress the importance of an individual approach in hos 
bringing, combined with mass forms of work, the importance of developing creative 
abilities of children. 

©) In research projects aimed at finding ways to raise 
existing system of upbringing with a special reference to t 
Child's individuality. 


the effectiveness of the 
he development of the 
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These studies have two main aspects: 

1) The study of the child’s personality, his interests, inclinations, abilities, intel- 
lectual needs, independence, personality trend, etc. The study of the child is not the 
aim in itself, Our objective is to identify, to reveal those personality traits which can 
be sucessfully formed under the influence of the collective. There is no doubt, for 
example, that the collective can be used and is used for cultivating discipline in the 
child. It is more difficult to use the collective in forming individual interests of 
children. Some experimental results, however, demonstrate great potentialities of the 
collective in this sphere. 

The child is not studied in isolation from the surrounding world, from the en- 
vironment, he is studied in his interactions with it, within a system of collective 
connections and relations in his interactions with those collectives where he is a 
member. 

While studying potentialities of the individual development of the child, special 
attention is given to bright children with clearly expressed individuality. Their 
position, their place in the collective, their interrelations with other children are 
studied. The aim is to identify conditions which, on the one hand, would contribute 
to the development of their abilities and talents, and on the other hand would 
prevent developing such features, as egotism, conceit, scornful attitude to one’s 
friends. 

Children with clearly expressed but negative individuality are also objects of 
special studies, Such children are often in conflict with the collective, or they have 
a negative influence on the collective or some persons in it. Our task is both “to 
restore the problem child to a normal state”, “to smooth away” the negative 
features of his personality, and to find out a sphere of a useful application for those 
creative powers and potentialities which he possesses, influencing in this way both 
the character of his social development and the development of his individuality. 

Studying the child as a member of the collective we give attention both to 
personalities, bright in one way or another, and to “normal” children who are 
usually objects of mass upbringing. Their representatives usually do not cause 
serious trouble or arouse special enthusiasm among practising teachers. In the 
collective such children are usually passive, imperceptible. They do not possess a 
bright individuality, and they are not interesting to their age-mates, as a rule. 
There are some outcasts among them, nobody wants to be friends with them, to sit 
at the same desk, etc. It is natural that such a position in the collective does not 
contribute to their individual development. Studying such children in the system of 
collective relations we can see that in the majority of cases they possess abilities 
which they do not know themselves ; they have individual qualities which, being 
identified and developed, change the child's position in the collective to a more 
favourable one. 

2) The collective (various types of it) as an instrument of the individual person- 
ality development is also an object of special studies. The purpose is to reveal the 
mechanism of the collective's influence upon personality. Data from the studies in 
various countries and in different collectives testify to the fact that the collective 
does not always exert positive influence on the development of every child's 
individuality. To make it possible for every child to develop as a creative individual- 
ity, the collective should meet certain requirements. 

1. The collective should have a general atmosphere of interest in personality. 

The main indices of this atmosphere are: a) tolerance for each other, the possibil- 


» 


m 


————— re 


COLLECTIVE AND PERSONALITY OF THE CHILD 335 


ity of a free exchange of views and opinions; b) safety of personality, excluding any 
discrimination (in relation to children of different races and nationalities, to children 
with mental or physical defects, etc.) ; c) mutual benevolence on the bases of feelings 
such as liking, comradeship, friendship, mutual help; d) a deep interest in feelings 
and internal world of other children; e) tact, delicacy in mutual relations, ability 
to help one’s friend in time and tactfully, without showing unnecessary curiosity 
for one’s intimate feelings. 

2, The child’s position in the collective should satisfy him. This is possible, as a 
rule, if the status of his personality is high enough and is based on his real (and not 
imaginary) merits. 

3. The child in the collective is not only the object, he is the subject of his own 
development. He should be included into the process of self-education and self- 
upbringing, he should conscientiously use the collective’s potentialities in his 
development. 

We know from many studies that contradictions are possible between the child 
and the collective; they arise because of discrepancies between the collective’s 
requirements and individual aspirations of personality. These conflicts are possible 
not only between “a bad personality” and “ʻa good collective’’ or “a good person- 
ality” and “a bad collective”, they are possible simply because of disparities in the 
level of development of the collective and personality, because of differences in 
their interests, 

Despite the fact that the number of research projects aimed at studying the child’s 
personality in the system of collective relations is far from being sufficient, we have 
every reason to think that the children’s collective of a socialist type has great 
potentialities in exerting influence on the child’s personality. These potentialities 
are especially great (though studied least of all) in identifying and developing every 
child’s individuality. 

At the same time researchers and teachers face new problems in the field of 
control of the collective. 


Control of the Children's Collective 

Control of the children’s collective includes three main aspects: 

a) control of the process of the collective’s rallying; 

b) control of the collective as an instrument of mass upbringing; 

c) control of the collective as an instrument of individual development of its 
every member. 

These three aspects are interconnected, interrelated, and in practice they take 
place simultaneously, being three sides of a single process of control. z 

At present we have theoretically based and tested, during many years of practice, 
methods of forming children's collectives. Its foundations are in the practice and 
works of A. S. Makarenko. Later, a number of researchers developed these main 
principles in concrete applications to various collectives in conditions of different 
Countries. 

The main principles of these methods are: + 

1. The children's collective cannot develop, cannot move forward if it does not 
have a common purpose which is understood by all its members as a vitally im- 
Portant perspective for which they unite, combine their efforts, overcome difficulties. 
Realizing the perspective, the collective passes to a new qualitative stage and can 
Solve more complicated problems. The perspective is, practically, a common joy of 
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tomorrow, which, in Makarenko’s words, is ahead of the collective and which makes 
it more united, friendly, cheerful. On the other hand, being a perspective of every 
child, it stimulates his energy, becoming a source of his good disposition. 

We have grounds to think that the concept of perspective lines is in the basis of 
theory and practice of collective upbringing and is a wonderful discovery of socialist 
education. 

2. Along with the perspective, an important factor of uniting the children’s 
collective on behalf of adults is the teachers’ requirement. Many studies are devoted 
to the problem of requirements. They reveal the internal structure of educational 
requirements, different forms of their presentation, conditions under which they 
become an effective method of developing the collective and forming personality 
init. 

A distinctive feature of requirements in conditions of collective upbringing is its 
combination with deep respect for the child. When used in the right way, the re- 
quirement in the collective is, in its essence, an act of confidence in children, a 
manifestation of optimism, which is characteristic of our education. 

3. Along with making similar demands on children in our collectives, we do 
much work in forming the children’s active. The active does not only include all 
the children who have some permanent assignments within the collective. Every 
child who fulfils the collective’s assignments, belongs to the active. One pattern 
is characteristic of our collectives: the more united the collective is, the more active 
members it has. Systematic work to “grow” numerous active members helps make 
our collectives stable though the population of one educational establishment 
changes every year. 

4. An index of the development of the children’s collective, of its progress, is the 
accumulation and keeping in traditions of everything valuable that has been created 
by the previous generations. Traditions of forms in collective life (holidays, cere- 
monies), and traditions of norms of collective everyday life strengthen the collective, 
make its life more clear and stable, emotionally meaningful, and make the collective’s 
moral norms more efficient and understandable. Conservatism of a kind, which is 
connected with traditions, is an important condition for realizing the collective’s 
perspectives, a condition for progress. 

Our practice and special studies show that forming a collective, we do not 
automatically provide its positive influence on all the children and every child in it. 
A special system of forms and methods is needed to control the collective as an in- 
strument of upbringing. 

The most important aspect of the control is the regulation of inter-collective 
relations of children. In fact, organizing children’s activities we only create con- 
ditions favourable for forming desirable relations, for creating a favourable intellec- 
tual climate. Relations among children, even in the collective, are mostly developed 
spontaneously. 

Developing in this way, the relations, in a number of cases, may lead to contra- 
dictions and conflicts, to outbursts, and their consequences are difficult to overcome. 
And in some cases the relations may be tolerant and even with a shade of indifference 
to what is going on, and in this case a psychological ''explosion'' is needed to make 
the relations more active and instructive. Up till now the regulation of relations 
in children’s collectives is more based on intuition than on science, it is mostly 


an art. Studies, conducted now, help to see the main aspects and lines of the control 
more clearly. 
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One of the lines is to control the formation of public opinion of children in the 
collective. Practically speaking, both the process of forming public opinion and the 
process of using it in connection with any particular situation in the collective are 
processes of regulating collective relations of children. Now we have educational 
characteristics of the process and its main stages. The mechanism of influence of 
public opinion on the child’s personality is described. 

An important factor of influence on collective relations is evaluation of school- 
children’s behaviour. We do not speak here about a traditional (in many countries) 
overall mark which is put by the teacher and expresses the school’s claims to the 
child and his parents. We speak about evaluating main aspects of the child’s be- 
haviour (his social activity, culture of contacts, personal culture) by children 
themselves (with the help of teachers, of course). 

It is natural that such evaluations are useful and effective in the collective with 
an established system of connections and relations. Now a number of research 
projects are carried out in Polish and Soviet schools to study the role of the evalua- 
tion in regulating intercollective relations of children, to establish criteria and 
methods of using it in the children’s collective. 

While the evaluation of behaviour is an instrument of mass upbringing, of 
bringing every child to a certain level, a programme of the child’s individual devel- 
opment is an instrument of control of the process of forming the child’s individuality. 
A number of educators are working on such a programme. The programme, on the 
basis of the all-round child study, identifies those main traits, main aspects of the 
child’s personality (abilities, inclinations, talents) to develop which it is necessary 
both to mobilize the child himself and to create adequate conditions in the collective. 
The programme also identifies those personality traits which should be “corrected’’ 
through self-improvement of personality, through the influence of the collective’s 
public opinion and through the above-mentioned evaluation of behaviour. 

The control of the collective as an instrument of the child’s individual develop- 
ment is not limited to the preparation and putting into life a programme of this 
development. As was stated above, the child needs a collective as an arena for self- 
expression and self-establishment. He tries to take his own individual position in 
the collective, and he is dissatisfied and depressed if he fails to do so. The task of the 
teacher is to help the child take a position satisfying him and adequate for his 
potentialities. This assistance is an important aspect of control of the collective as 
an instrument of individual development. Much attention is paid by educators and 
practising teachers to the elaboration of this method of control. 

Contemporary studies in the field of control make it possible for us to introduce 
adequate corrections in the existing methods of uniting the collective. The perspec- 
tives, requirements, activities, competition, games, traditions are used in a different, 
more flexible way when the teachers face the task not only of uniting the collective, 
but of using it in a most effective way for the social and individual development of 
the child. The existing methods are improved and raised to a higher level. 

At the same time, a method such as an educational manoeuvre, which was used 
only sporadically, becomes more important. The educational manoeuvre ija com- 
plex of particular methods applied to a certain child, his individual abilities being 
taken into account. Different children perceive external influences in a different way. 
What is positive to one child may be negative to another. One should know the 
child very well, the peculiarities of his nervous system, his intellectual development, 
his backgrounds, his level of aspirations to be able to use specific methods, devised 
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specially for the child, to individualize the approach in the collective setting, using 
the collective. 

It is useful for one child to be discussed by his mates in public, while the other 
should be kept away, and in such a way that no conflict arises between the child and 
the collective. One should be praised for a trifle, and the collective should be 
disposed in such a way as to be glad that the mate has made some progress. And 
another child should be dethroned in the eyes of his friends so that a conflict 
situation arises between him and the collective. 

A. S. Makarenko said that an adequately formed collective “would be alive’’ for- 
ever. This is true, of course, but only in the case when children themselves take care 
of its formation, strengthening improvement. Thus the control of the children’s 
collective leads us to the problem of self-government. It is natural that the problem 
may be solved in a different way in different collectives and at different levels of 
their development. The questions of children’s rights in the collective, i.e. of their 
responsibilities for various aspects of collective life, of the relationship between 
educational leadership of adults and self-government of children, may be resolved in 
different ways. The trend to extend the rights and responsibilities of children is 
characteristic of our countries. Children themselves actively participate in the 
organization of their collective life, in developing its norms, in regulating inter- 
collective relations, they take care of the all-round development of everybody. 

A characteristic feature of our collective education is the fact that in all its aspects 
it is based on the principle of parallel actions and proceeds from this principle. It 
means that every influence of the teacher on the collective, any contact with it, 
is also planned as the influence on an individual. And vice versa: exerting influence 
on any particular child, trying to put him into a most favourable position for his 
development, the teacher takes into account possible consequences for the collective. 
Thus, influence on a person and on the collective is exerted simultaneously. At the 
same time the teacher’s position is not evident for children when he organizes 
children’s activities, and when he regulates intercollective relation, and when he 
helps any particular child to take a favourable position in the collective. He does 
not parade his position, does not stress it, He enters the life of children as an elder 
friend and comrade, adviser, and, together with children, he creates forms of collec- 
tive life, most favourable for their development. 
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DAS KOLLEKTIV UND DIE PERSONLICHKEIT DES KINDES 
von LjupMILA I. Novikova, Moskau und ALEKSANDER Lewin, Warschau 


Das Problem des Erziehungskollektivs bildet eines der zentralen Probleme der so- 
zialistischen Erziehungstheorie und Praxis. Die sozialistischen Schulpädagogen be- 
trachten das Kollektiv als unentbehrliches Mittel fiir die Erziehung der heranwach- 
senden Generation, sowohl zur Férderung sozialer Erfahrungen als auch fiir die Ent- 
wicklung der Individualitat eines jeden Kindes. Wichtigste Voraussetzung der nach- 
haltigen positiven Einwirkung des Kollektivs auf die Persénlichkeit des Kindes ist 
die Integration der pädagogischen Bemiihungen aller Erwachsenen, die auf diese 
Einfluß ausüben, und ihre jeweilige Zusammenfassung in einem einheitlichen päda- 
gogischen Kollektiv, das sich in seiner Tätigkeit auf die Kenntnisse der allgemeinen 
Gesetzmäßigkeiten der Erziehung und auf das jeweilige Wissen der Kinder stützt. 
Die Leitung eines solchen Kinderkollektivs seitens der Erwachsenen kann unter 
drei hauptsächlichen Gesichtspunkten betrachtet werden: (1) Die Miteinbeziehung 
der Kinder in eine vielseitige, gesellschaftlich bedeutende und verbindendeTätigkeit 
durch ihre gemeinsame Erziehung in einem einheitlichen Kollektiv. (2) Die Regu- 
lierung sowohl der offiziellen als auch der privaten Verhältnisse im Kolletiv im 
Sinne einer ständigen Korrektur der sozialen Erfahrungen, die den Kindern im 
Kollektiv zuteil werden. (3) Die Einordnung der Kinder in die Verhältnisse im 
Kollektiv in einer für ihre weitere Entwicklung jeweils besonders günstigen sozialen 
Position. Dabei muß allerdings berücksichtigt werden, daß die allseitige Entwick- 
lung der Persönlichkeit des Kindes nicht durch die Zugehörigkeit zu einem, sondern 
zu mehreren Kollektiven verwirklicht wird (z.B. Familie, Schule, Klub usw.), in 
denen das Kind seine natürlichen Möglichkeiten einschließlich verschiedener sozialer 
Positionen und Rollen zur Geltung bringen kann, 


LA COLLECTIVITE ET LA PERSONNALITE DE L’ENFANT 
par LjupMiLA I. Novikova, Moscou et ALEKSANDER LEWIN, Varsovie 


Le problème de la collectivité, en pédagogie, constitue un des problèmes essentiels 
de la théorie et de la pratique pédagogiques socialistes. Les pédagogues socialistes 
considèrent la collectivité comme étant un moyen indispensable à l'éducation de la 
génération montante, de méme qu'à l'accroissement d'expériences sociales et au 
développement du caractère individuel de chaque enfant. La condition première de 
l'influence positive et durable de la collectivité sur la personnalité de l'enfant est 
l'intégration des efforts pédagogiques de tous les adultes qui exercent une influence 
sur leur personnalité, et leurs conceptions propres sur le monde dans une collectivité 
pédagogique homogène se basant, dans son activité, sur les connaissances des 
principes généraux de l'éducation et sur celles des enfants. Diriger une telle collec- 
tivité d'enfants du côté des adultes peut être considéré sous trois points de vue es- 
sentiels: 1) faire participer les enfants A une activité multiple, conjonctive et im- 
portante au point de vue social par leur éducation commune dans une collectivité 
homogéne. 2) régler dans la collectivité les rapports aussi bien officiels que privés 
dans le sens d’une rectification constante des expériences sociales, qui seront dévo- 
lues aux enfants dans la collectivité. 3) classer, dans les relations d’une collectivité, 
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les enfants dans une position sociale particulièrement favorable à leur développe- 
ment futur. Dans ce procédé, il faut de toute manière tenir compte du fait que le 
grand développement de la personnalité de l'enfant ne sera pas réalisé par l'appar- 
tenance à une seule collectivité, mais bien à plusieurs (p. ex. famille, école, club etc.), 
dans lesquelles l'enfant pourra faire valoir ses possibilités naturelles de différents 
rôles et positions sociales. * 


FAMILY AND SCHOOL 
by Ivan Fomié SVADKOVSKIJ, Moscow 


The Family-School Problem Through the History of Civilisation 

The role of family and school, their interrelations and connections in the sphere 
of bringing up the rising generations is a most ancient educational problem. Ancient 
Romans thought it was only the family — father and mother - who should and could 
give children good education. Ancient Greeks believed that it was only school, 
nahaiprpa (palaistra), the teacher of music and the teacher of poetry, which could 
educate brave soldiers and good citizens of their country. The great ancient philo- 
sopher of Greece, Plato, describing an ideal society, deprived the family of the righi 
to bring up children at all: according to his ideal political and educational system, 
from early childhood the child should be sent to public educational establishments. 
The distrust in family was great in the Middle Ages. It was believed that it was only 
in the monastery, in the parochial school that children and young people could get 
a good education. Monks saw something of sin in the family. Tommaso Campanella, 
an enlightened monk, describing a utopian state Civitas solis (The State of the Sun), 
did not find any place for the family in it. : 

In modern times the family won recognition. In Europe it became the main 
institution for bringing up rising generations. But even in our times, up to the 
present, theories are worked out and implemented where the role of the family is 
reduced to the minimum, and the system of upbringing in public institutions opposes 
the family. At the end of the XVIII and beginning of the XIX century the great 
Swiss educator Heinrich Pestalozzi fought for rational education in the family and 
tried to impregnate public educational establishments — children's home and school - 
with the spirit of family relations, and a well-known German philosopher, Fichte, 
worked out a system of public upbringing instead of family upbringing at the 
beginning of the XIX century. d 

A Russian nobiliary educator of the second half of the XVIII century 1.1. Betskoj 
worked out a detailed programme of bringing up children of nobility, a generation 
of “a new type of people”, who would not possess vices of the previous generation. 


According to this programme, at six years of age children entered public institutions 
which were boarding schools to be taught and brought up. Parents were allowed to 
visit their children once a year and in the presence of the tutor. A well-bred educated 
nobleman or gentlewoman was to be developed for 10 or 12 years under the per- 


manent supervision of tutors and teachers. 
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Betskoj’s programme was not a chimera. Beginning with the reign of Catherine II 
up to the Great October Socialist Revolution a ramified system of educational es- 
tablishments for boys and for girls existed in Russia: military and page schools, 
institutes for noble girls. Along with boarding schools of these types, there were 
regular dayschools: children attended lessons and lived and were brought up in the 
family, but one should note that Betskoj’s philosophy influenced all schools: 
parents had no right to interfere in the life of the school. 

How can these contradictions between family and public education be explained, 
and how can they be resolved from the point of view of the science of education? 

An analysis of the facts in the light of the historical development of society leads 
us to the conclusion that the traditional system of family upbringing, in the course 
of development of society, its technology, production and social relations, cannot 
meet the growing demands on the generation which enters adult life. Society, 
represented by its advanced figures, looks for new forms for bringing up the rising 
generation, which could meet new demands on the generation. New schools and 
public institutions are established in addition to or instead of the traditional system 
of family upbringing. This process is accompanied by the struggle both in the sphere 
of ideas and in the sphere of policy and school practices, 


Soviet Society and School 


The Great October Socialist Revolution has made radical changes in social 
relations and put before the society as a whole, and the young generation in particu- 
lar, new gigantic tasks: to assimilate in the shortest time possible the whole culture 
Accumulated by mankind during its history and to develop both material and 
spiritual culture which is necessary for building socialism and communism. This is 
why it is natural that the political revolution which gave power to the working 
people and opened to them all ways for assimilating culture, caused nation-wide 
thirst for knowledge and a great cultural revolution. It is natural, also, that the 
family could not take the solution of this gigantic problem into its own hands: 
the new society was to establish and did in fact establish a ramified system of 
public institutions and organisations to solve this problem: schools for children, 
for the youth, and for adults, a system of dissemination of knowledge — lectures, 
seminars, expositions, etc. Did it mean that the system of public education in the 
USSR opposed the family and replaced parents in bringing up their children? 

The answer to this question is determined by the status of family in the Soviet 
society. The Soviet state grants political and social rights to woman equal to those 
granted to man. It takes care to create real conditions to put these rights into prac- 
tice. The woman should not be overburdened with her work in the family and at 
home and be confined to the small family cell only. She should have, and does in fact 
have the possibility to take part in all spheres of political, productive and social 
life, But bringing children up is a social cause of primary importance, and woman- 
mother, who, by nature itself, is given love for the child and who is the closest 
being to the child, cannot and should not be freed from the care of her child and 
from bringing him up. 

In the Soviet society the family does not disintegrate, it is consolidated, being 
freed of mercantile spirit and material need. Family begins with love, and it is 
consolidated by the care of children and love for them. It is the policy of the Soviet 
state and social organisations to liberate the family from everyday work-at home 
and to give the parents time and conditions to bring children up in the proper way- 
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The status of the family in the Soviet society and its functions in the upbringing of 
the rising generation are formulated in the “Foundations of the Laws of the USSR 
and Soviet Republics on Matrimony and Family”) approved by the Supreme 
Soviet of the USSR in June 1968, after a nation-wide discussion. The “Foundations” 
summed up the development of the family for 50 years of the Soviet state and 
outlined ways for its further consolidation as a primary cell of the Soviet society. 

“Care of the Soviet family which harmoniously combines social and individual 
interests of citizens", the document reads, “is a most important task of the Soviet 
state”. 

In complete accordance with the social policy of the Communist Party of the 
Soviet Union the “Foundations” formulate the main social responsibility of the 
family. “Communist education of the rising generation, the development of its 
physical and intellectual forces’’, says the preamble of the “Foundations”, “is the 
main responsibility of the family”. 

Thus, neither the Soviet state, nor the science of education required a choice: 
either family or school. Both family and school, each according to its possibilities, 
should educate, and practically educate new generations of builders of a communist 
society. Such a solution of an age-long problem became possible because ina 
socialist society, where there are no antagonist classes, there are no contradictions 
between citizens, on the one side, and the Soviet state and society, on the other. 

Both, every Soviet family and all social and governmental bodies and organisa- 
tions, whose responsibility is to bring up and educate the young generation, have 
the same common aim: to educate healthy, physically and intellectually strong, 
all-round developed people. Any parent, bringing up his beloved child, wishes him 
all good luck. The Soviet state does its best to contribute to it. 

The new Programme of the Communist Party of the Soviet Union adopted at the 
XXII Congress in 1961, reads: “A happy childhood for every child is one of the 
most important and noble aspects of communist construction”. 

Assisting the consolidation of the family in every way and creating most favour- 
able conditions for rational upbringing of children in the family (comfortable flats 
with all amenities are given in the first place to families with children, large families 
receive State grants, children’s food, footwear, and clothes are sold at reduced prices, 
etc.) the Soviet state sets up a ramified network of different educational establish- 
ments to help parents. The Programme of the CPSU which is successfully put into 
life, says: “the development of a ramified network of children's institutions will 
make it possible for more and more families, and in the second decade for every 
family, to keep children and adolescents free of charge at children’s establishments 
if they so desire”, The Party considers it essential that everything should be done 
to fully meet in the next few years the demand in children’s pre-school institutions. 

In town and country there will be: full and cost-free satisfaction of the popula- 
tion’s need in nurseries, kindergartens, playgrounds, day-care schools and young 
pioneer camps; the mass provision of an extensive network of boarding schools 
with free maintenance of children; free hot meals at all schools, introduction of 
after-school hours with free dinners for all children, and free issue of uniforms and 


school supplies. 


The Search for Organised Forms of Cooperation Between Family and School 
Even in ancient times philosophers observed that the more coordinated were 
influences of the people surrounding the pupil, the more successfully educational 
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aims were achieved. It seemed that the simplest solution was to isolate the child 
from bad influences. This idea lies at the base of all historically formed theories of 
the isolation of children from the family, the creation of special, artificial environ- 
ments to educate a perfect man. Soviet education, admitting the beneficial character 
of coordinated educational influences, has chosen another way, the way of cooper- 
ation between the family and public forms of bringing children up, which involves 
complicated organisational and methodological problems: (1) to find out adequate 
forms of connections between parents and the school where their children study; 
(2) to work out methods of education at school involving parents in the general 
flow of educational influences on the children; (3) to determine possibilities of 
including parents into the process of character education at school itself; (4) to 
give educational training to all parents; (5) to work out the contents and methods 
of family upbringing; (6) to establish educational institutions for children whose 
parents for one reason or another cannot provide adequate education, and to work 
out methods for such institutions. 

Considerable positive experience has been accumulated over the fifty years in 
solving the problem of adequate forms of cooperation between school and family. 
During the first years of the Soviet state — the years of the intervention of capitalist 
countries, the Civil War and economic reconstruction — the main concern of the 
family was to support the capacity of school for work. In addition to limited grants 
the state could afford at that time to maintain schools, the local population, and 
the parents first of all, did their best to strengthen the economic basis of schools: 
they did repairs to school buildings, prepared firewood, repaired school equipment, 
etc. That was the main task at that time, and the problems of organisation were 
solved accordingly. Councils for assistance to school were set up at schools. They 
included both representatives of the parents and representatives of the community: 
trade union organisations, local Soviets of working people’s deputies, consumers’ 
cooperative societies, etc. 

As conditions in the country became more and more normal, the work of social 
organisations to assist schools changed. Soviet state bodies — departments of public 
education of local, district, regional and republican Soviets, of working people’s 
deputies were commissioned to control schools in matters of economy, ideology and 
education. These bodies were made responsible for their normal regular work: the 
construction of comfortable buildings, teacher training, financing, preparation and 
publication of textbooks, development and introduction of new methods of teaching 
and upbringing, etc. School principals were commissioned with important rights to 
guide the whole life of the school. He was made responsible for teaching and bringing 
up children, for proper equipment of his school. The teachers are members of the 
Teachers’ Council where they work out concrete methods of teaching and solve 
current educational problems. 

What is the role of parents and how do they establish contacts with the school 
where their children study ? 

At this period of time Councils for Assistance to School could not meet the de- 
mand of schools: though there were some economic problems, more complicated 
and important problems were in the forefront. Why do some pupils fail and misbe- 
have? Who is to blame that some boys are undisciplined and rude? How to develop 
extra curricular activities, to prevent hooliganism? These and many other questions 
made it necessary for teachers and parents to work together at complicated edu- 
cational problems. 


Oe 
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Parent Committees in School 


In the course of development of the Soviet society there were different forms of 
parents’ organisations to solve such problems. “The Statute of Parents’ Committees 
in Primary and Secondary School” 2) was worked out on the basis of experiences 
and adopted after a broad discussion at the end of the fifties. The Statute has been 
in effect since that time. 

The Parents’ Committee of the School is elected at the general meeting of parents 
whose children study at the school. The general meeting of parents whose children 
study at the given class elects the Parents’ Committee of the class. So parents are 
connected both with the school as a whole and with every teacher of each class. This 
makes it possible for the teacher to solve together with parents concrete problems, 
including the behaviour of any particular pupil. 

But what can parents do at school when they are not trained in psychology and 
education? Will it not be an intrusion of the layman into the “sanctum sanctorum” 
of the classroom with its lessons and discipline, will it not hinder the teacher, 
undermine his authority? Such apprehension was felt. Practically, there were 
contradictions and conflicts between teachers and Parents’ Committees. Practice 
has demonstrated, however, that even such separate conflicts were useful, as they 
attracted attention to shortcomings either at school or in the family; they were 
studied and adequate solutions were found. 

Now we shall discuss the activities of Parents’ Committees as they are formed 
during the last decade. Continuing traditions of Councils for Assistance to School, 
Parents’ Committees take care of financial positions of their schools. As it is known, 
public education in the USSR is developing on a large scale. The Soviet Government 
grants large sums of money to school. But the growth of school populations exceeds 
the construction of new school buildings: schools become overcrowded, in many 
places they still have two shifts. Parents do not put up with this serious shortcoming, 
which hinders the development of extra-curricular activities with children. Thou- 
sands of schools have new comfortable buildings constructed on the initiative of 
Parents’ Committees. There were no extra taxes here, no payments from the parents: 
the fathers of schoolchildren, together with those people from the community who 
have no children but who are staunch supporters of progress and culture, construct 
a new school with their own hands on the initiative of the Parents’ Committee; 
they do it after their working hours, on a voluntary basis. Support is given by 
collective farms, trade unions, industrial enterprises. i 

One can see from the example of a typical agricultural district how wide is the 
initiative of the population to support the school, to improve its equip ment, 
Lukhsky district of Ivanovo region is at a distance of 50 kilometres from the railway. 
The soil is not very fertile there. One cannot call this district a rich one. But all 
children of school age, without exception, attend school systematically. All schools 
operate on a one-shift basis. All the schools have a prolonged school day. The pupils, 
after lunch, stay at school after lessons: they attend various clubs, prepare home 
assignments, go in for sports. Thus, the district has solved many problems: neglect 
of children is eliminated, leisure time of children is organized, harmonious develop- 
ment of all children is provided. And who helped to solve these difficult educational 
problems? These were Parents’ Committees of the schools: together with the 
teachers, parents, and the whole community they overcame school difficulties. f 

But this economic and organisational assistance to school is not the main contri- 
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bution of Parents’ Committees. More and more they take an active part in the process 
of organized upbringing of schoolchildren. 


Parent Participation in the Educational Work of the School Outside the Classroom 

Even the most qualified teachers cannot satisfy all the interests of pupils alone, 
Our children are interested in questions far beyond the school curriculum. They 
want to know much and to be able to do much. Everyone has inclinations and 
interests of his own. Aeronautics and electrical engineering, astronautics and astro- 
nomy; sculpture, painting, drawing, and power work, archeological excavations 
and local history; theatre, music, and dancing, field-crop cultivation, gardening 
and bee keeping; football, voleyball, tennis; chess, and checkers ... This list of 
scientific and practical activities can be endless. And here the parents and all those 
who like children come to help, An actor from the local theatre is in charge of 
amateur activities, an engineer is in charge of model-making, the one who likes 
hiking organizes excursions for children, etc. There are different specialists among 
parents, and it is the school and Parents’ Committees that should invite them to 
take an active part in extra-curricular and extra-school activities of pupils. 


The Effect of Parent Committees on the Home Life of the Pupils 

Of great importance is the work of Parents’ Committees to provide normal 
conditions of life for schoolchildren in the family. Many parents use wrong methods 
of bringing their children up, some do not pay enough attention to them. Parents’ 
Committees send their members to visit such families to find out about the situation 
in the family and to take necessary measures to improve the situation. Advice is 
needed in one case, financial support in another, in the third to make negligent and 
tra Parents answerable for the situation (which incidentally happens rather 

m). 

Many Parents’ Committees do not limit themselves to inviting parents and the 
general public to render assistance to the teacher in overcoming school failures of 
some pupils and organizing extra-curricular activities. It is important to organize 
the process of education at school, it is also important that the child has good ex- 
amples in the family and adequate conditions for his home studies; but it is equally 
important for the child to spend his leisure time wisely outside the school and the 
family: in the neighbourhood, in the street, in public places. And the Parents' 
Committee examines all the yards and side-streets where children gather in leisure 
time, members of the committee have interviews with idlers, invite them to take 
part in games, sports, to visit cinema, theatre, etc. As a result of it local children's 
clubs are established, as a rule, which are observed and guided by adults from the 
neighbourhood on a voluntary basis. This eradicates the roots of hooliganism 
and idleness, 

It is easily seen that such activities of the Parents’ Committees are reflected in 
the school work: there is no problem of school discipline, school achievements are 
high, no failures, the general cultural standards of schoolchildren become higher. 


Educational Enlightenment of Parents 


TThe success of this joint work of the family and the school is determined by the 
degree of coordination of their educational views. Parents do not get systematic 
educational training, their educational ideas are traditionally inherited from pre- 
vious generations. There are many wise ideas in popular education but much is 
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herited from prejudices and ignorance. There exists an idea that it is impossible 
bring a person up without physical punishment. There is an opinion that children 
ould be liberated from any physical work. The love and care of the child often 
ns into indulging a child’s caprices, Children are kissed on any occasion and 
hout any occasion, spreading infection in this way. Wishing to help the child 
pare home assignments, the mothers and fathers solve problems and write 
positions instead of the child. Anyway, unskillful parents, wishing to help the 
er, do much harm to their child, Thus, the cooperation of family and school 
unavoidably causes contradictions and conflicts. As it was mentioned above, 
Soviet education believes, however, that even conflicts between family and school 
can and should be resolved for the good of the common cause, if the main method 
of resolving the conflicts and contradictions is educational training of all parents, 
Soviet educators began solving this difficult problem as early as the first days after 
the Socialist Revolution. Much has been done in these 50 years, much is to be done 
‘in the future. Our ideal is universal training in the field of education. We dream 
‘about the time when young people before their marriage would have a certificate 
‘of getting a minimum of educational training, and every family would have an 
educational library on the bookshelf. We are moving to this ideal. 
The training of parents in the field of education, as a system, starts at present 
with the preparation of the child for the kindergarten or for school. Several months 
efore the child enters the first grade, his future teacher comes to the family and 
s the parents how to prepare the child for the school, The consultations of the 
her are not limited by the questions about school uniforms, list of textbooks and 
uments the parents should bring to the school by a certain date. The main, and 
more difficult task is to prepare the child for the school morally. He played before = 
he is to work at school. He was frisky before and it was difficult for him to sit 
quietly at table during breakfast. At school he is to sit at the desk for 45 minutes 
] g lessons and to listen to the teacher attentively, to fulfil her tasks, Thus it is 
E ry to teach the child gradually in the family to fulfil certain tasks to teach 
diligence, discipline, Having studied the life of the family, the teacher helps the 
ents work out a new time-table for the child. 
There is a tradition in the Soviet Union: on the first of September, after summer 
ations children go to their schools with bunches of flowers. First-graders are 
ompanied by their parents. So the parents enter the school together with their 
Children. The children meet their teachers and go to classrooms, and the parents, 
leaving the school, receive invitations to parents' meetings or to the first lecture on 
bringing. At the parents' meetings in separate classes and general meetings of 
nts the teachers and school principal speak about the school, its achievements 
difficulties, about the progress of the pupils. Exchanging opinions with the 
ents the teachers give them concrete advice on how to bring their children up. 
lectures which are regularly organized by the school, the parents receive, so to 
, A theoretical training in education. 
Along with such school courses of lectures, there are courses for parents, organised 
all towns and districts, in many cases they develop into Parents Universities. 
ny higher educational establishments, first of all State Universities and — 
Institutes, systematically propagate knowledge in the field of educa! 
ong the population of the district (town): students and teachers deliver lectures 
make reports on education and upbringing at schools, organize consultation 
s, readers’ conferences. Millions of parents attend lectures at the local 
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branches of the All-Union Society "Knowledge". The publishing house of this 
society publishes every year a series of booklets and books on education. The USSR 
Academy of Pedagogical Sciences publishes a magazine; the number of its sub- 
scribers is growing every year; this year each issue is published in 1.5 million copies, 
The magazine has become a manual in every Soviet family which brings up the 
children together with school. 


The Extended School Day and Boarding Schools as State and Society’s Action 
Against Unfavourable Family Conditions 

Extra-curricular activities take place at schools after lessons: art and scientific 
clubs, sports, work in school shops, excursions, etc. These activities are organized 
on a voluntary basis according to the interests of the pupils. Almost all the pupils 
join one kind of activity or another. Thus, these activities become an indispensable 
part of the regular school work. This “internal” process of school development is 
supported by many parents who cannot give enough attention to their children after 
their coming from school. In the families where all adults work, children are on 
their own after lessons. Playing games, they. often forget to have meals in time. 
There is nobody to remind them to prepare home assignments; some of them have 
to prepare their home-work late at night, and they do not have enough time to 
sleep; others go to school unprepared. The results are school failures and bad health. 
Lack of supervision and adequate organisation of the day often produce children’s 
hooliganism and misbehaviour. The school, together with parents and social 
organisations, was to solve an urgent problem of creating for all children normal 
conditions of life, work and leisure after school hours. One of the ways of solving 
the problem was to keep children at school for some time after lessons under the 
supervision and guidance of teachers. The state increased the number of teachers 
correspondingly, parents’ committees and social organisations took measures to 
find extra money for school meals. Experience shows that parents usually have 
enough time to stay one day a week at school with the children: in the kitchen and 
dining-room or as organizers of amateur activities. A new type of school appeared - 
school with prolonged school hours. This school helping the family does not replace 
or exclude the latter in any way. After the rest and meals, having prepared their 
school assignments, children return home at a time when the father or mother or 
both parents are at home. The parents tell the children of the impressions of the 
day, the children speak about their school achievements, watch the TV, read a book. 
But if the child does not find comfort and cordiality in the family, if any reason 
created unfavourable conditions for healthy life and right education of children, the 
state gives the parents the opportunity to send their children to a boarding school 
for any particular period of time. The boarding school provides children (at the 
expense of the state)3) with food, clothes, rooms, care and, what is most important, 
with an educationally based time-table and system of upbringing. 

But the boarding schools are not opposed to the family. The pupils go home for 
holidays and vacations. Boarding schools, as all regular schools, provide parents 
with educational training, inform parents about their childrens’ progress, give 
advice and consultations in all problems. 


Children in the family are a source of great happiness. The care of them gives the 
parents an indispensable feeling of complete life. But children are not only the joy 
and hope of the parents, they are the future of the people, of the nation. When 4 
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child is born, the parents face the greatest task: to bring up a good citizen of the 
motherland. They can fulfil this task only in closest contact with school and all 
public and social educational institutions. 


NOTES 


1) “Osnovy zakonodatel’stva Sojuza SSR i sojuznych respublik o brake i seme". 
(“Foundations of the Laws of the USSR and Soviet Republics on Matrimony and 
Family”). Pravda of 26 July 1968. 

2) “Položenie o Roditel’skom komitete vos-miletnej školy i srednej obáéeobrazo- 
vatel'noj trudovoj politechniteskoj školy”. UtverZdeno Ministrom prosvestenija 
RSFSR 24 avgusta 1960 g. Sbornik prikazov i instrukcij Ministerstva prosvescenija 
RSFSR. (“Decree on the Parent Committee for the Eight-Year School and the 
General Secondary Polytechnic School”. Granted by the Minister for Education of 
the RSFSR on 24 August 1960. Collection of decrees and directives of the Ministry of 
Education of the RSFSR, 1960, No. 23). 

3) Parents with high salaries pay the boarding school small sums of money, 
Se from large families, and of parents with small salaries are educated free 
of charge. 
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SCHULE UND FAMILIE 
von Ivan Fouié SvapKoysk1J, Moskau 


Das Problem der Schule und Familie durchzieht die ganze Geschichte der Páda- 
Bogik bis in unsere Zeit und wurde schon im klassischen Altertum hervorgehoben: 
Welche gesellschaftliche Institution ist imstande und soll die richtige Erziehung 


der Kinder gewährleisten — die Familie oder die Schule? In der sowjetischen Er- 


Ziehungswissenschaft und in der sowjetischen Wirklichkeit wird dieses Problem 
herischen Tátigkeit sowohl der 


durch ein harmonisches Zusammenwirken der erziel 


Schule und der Familie als auch anderer gesellschaftlicher Institutionen gelóst. Im 


vorliegenden Artikel werden umfangreiche positive Erfahrungen verarbeitet, die in 
dem Gebiet der Herstellung des 


der Sowjetunion im Laufe von 50 Jahren auf 
richtigen Verhältnisses zwischen Schule und Familie gemacht wurden. Der Staat, 
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der die Familie zur Sorge und Verantwortung fiir die Erziehung der Kinder ver- 
pflichtet, hat ein System von Maßnahmen geschaffen, die den Eltern die Möglich- 
keit geben, sich wirksam um die Erziehung ihrer Kinder zu kümmern. So regen die 
Lehrer die Eltern an, an den Erziehungsmaßnahmen der Schule teilzunehmen, be- 
raten sie und unterweisen sie auf dem Gebiet der Pädagogik. Es wurden auch Ein- 
richtungen zur pädagogischen Beratung der Eltern geschaffen. Auf diese Weise 
wird die Koordinierung der erzieherischen Anstrengungen von Schule und Familie 
gefördert. 


L’ECOLE ET LA FAMILLE 
par Ivan Fomië SvADKOVSKIJ, Moscou 


Le probleme de l'école et de la famille sillonne toute l'histoire de la pédagogie 
jusqu'à nos jours et a déjà été mis en évidence à l'époque classique. Quelle institu- 
tion sociale existe-t-il et quelle est celle qui doit assurer la véritable éducation des 
enfants: la famille ou l'école? Dans la science pédagogique et la société soviétiques, 
ce probléme est résolu par l'action simultanée et harmonieuse de l'activité pédago- 
gique de l'école et de la famille, et d'autres institutions sociales. 

Le présent article examine d'importantes expériences positives qui ont été réali- 
sées en URSS au cours des cinquante dernières années dans le domaine relatif à 
l'établissement des véritables relations existant entre l'école et la famille. L'Etat, 
qui oblige la famille à s'occuper et à assumer la responsabilité de l'éducation des 
enfants, a mis sur pied un systéme de mesures, qui permet aux parents de s'intéresser 
de maniére efficace à l'éducation de leurs enfants. C'est ainsi que les enseignants 
incitent les parents à participer aux mesures éducatives de l'école, les conseillent 
et les initient au domaine de la pédagogie. Enfin, des institutions ont été créées dans 
le but de conseiller les parents sur toutes questions pédagogiques. C'est de cette 


maniére que se réalise la coordination des efforts pédagogiques de l'école et de la 
famille. 


TEACHER TRAINING IN SOCIALIST COUNTRIES 


by DRAGUTIN FRANKOVIC, Belgrade 


General Trends of Development 


In all socialist countries special attention is devoted to the education of children, 
adolescents, and adults. This general characteristic of the socialist system is also 
reflected in the education of preschool and school teachers. In the socialist society 
staff have a special position and broader functions as compared with other intellec- 
tual workers. In addition to the professional work being carried out by teachers in 
educational institutions, they are also engaged in extramural cultural-educational 


activities and have a political influence on both the younger generation as well as 
adult citizens. 
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No one has better evaluated the role of the teacher than V. I. Lenin. According 
to Lenin, teachers are a more important factor in education than syllabi and 
curricula, regulations, etc.: ideological level and educational results are mostly 
dependent upon the composition and ideological stand of the teaching staff. Lenin 
considered teachers to be a large army of conscious fighters struggling for a new 
communist society, as the forceful allies of communist parties and national govern- 
ments in the implementation of political and cultural revolutions. For this reason 
Lenin was in favor of raising the social position of teachers to a level which better 
corresponds to their important social role. 

The correctness of these viewpoints was first confirmed in the Soviet Union 
following the October Revolution, and then again in the other socialist countries. 
This is the very reason why a great deal of attention is being paid to the education 
of teachers and the professional, educational, and ideological-political further 
training for them in these countries. 

The dynamic expansion of the network of preschool institutions and elementary 
schools, as well as the extension of compulsory education from eight to ten years, 
are only some of the essential characteristics of the system of national education 
in socialist countries. In the last ten years this expansion has been extended to 
secondary and advanced education. This has resulted in a relative shortage of 
educational cadres. Attempts are being made to ease or eliminate this situation by 
increasing the enrolment of adolescents and adults in teacher training institutions. 
This also influences the system of education and preparation of these cadres. 
Various provisional forms of shortened or accelerated training of preschool and 
school teachers as well as new forms of part-time studying have been introduced. 
It is just for this purpose that a number of socialist countries have maintained some 
older types of teacher training institutions, for example, schools of education on the 
secondary level. Simultaneously, the systems are continuing their development and 
are acquiring new educational institutions on the university level. The differences 
in regional development in the socialist countries justify, for the time being, the 
existence of various levels and types of teacher training institutions. 

Social and political changes have an extremely strong influence on teacher training 
in socialist countries. A higher standard of living results in greater demands for 
better quality education in all types of schools. This is, first of all, evidenced in the 
demand for a smaller number of pupils per teacher; this, in turn, means that a 
greater number of qualified teachers is needed for work with the same number of 
pupils. Therefore, every economic and political advance in a socialist society is 
followed by the demand to make necessary changes in the content, work organiza- 
tion, and system of national education. It is thus entirely understandable why new 
tasks have been set up in this area in important economic and political documents 
and at the congresses of Communist Parties and socio-political organizations — as 
well as new tasks for work on the education and further training of teaching staff. 
The reform of the system of national education in all socialist countries also implies 
the reform of the entire system of educating preschool and school teachers. Further- 
more, the school reform requires that the education of presently employed teachers 
be supplemented with new knowledge and adapted to changes in the system of 
education. This is demanded by the new results of scientific research in all scientific 
fields, advancement in work technology, and the achievements of Marxist psycho- 


logy and pedagogy. In this way, teacher education is actually a constant process 
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which does not terminate upon graduation but rather requires the organized, un- 
interrupted further training of educators. 

The reform of the system of national education also introduces more changes in 
the education and further training of teaching cadres in the light of the need for 
new profiles of preschool and school teachers: for polytechnical education, for 
boarding schools, for all-day schools, etc. Changes are also being observed in the 
education of teachers for general education subjects. Vocational schools for skilled 
workers are increasingly gaining in importance for technical and similar employees 
in activities outside the economy, and for this reason there are not enough teaching 
staff for vocational subjects and for practical work in laboratories and in production. 
There is also need for teachers for vocational and practical subjects with special 
training in education. 

The system of teacher training in the socialist countries is also expanding due to 
the changing structure of other cadres working in the field of education. With the 
development of the overall system of education, both intramural and extramural, 
there is an ever-increasing need for personnel to work in school administration, at 
supervision of school operations, cadres for educational economics and planning, 
for work in children’s and adolescents’ organizations and institutions, for the guid- 
ance of children’s, school, and national libraries, for extra-curricular activities 
during leisure time, for the education of adults in regular schools for adults, and for 
personnel to work in part-time and correspondence courses of study. Mass cultural- 
educational work is also a field requiring specialized staff. 


Structure and Content of Teacher Training 

The systems of teacher training in the socialist countries are very similar in their 
content and organizational components. These similarities exist as the systems of 
education in these countries are based on the same general goals of socialist training; 
the differences are conditioned by the varying historical development of each 


country, differences in the level of development of economics and the system of, 


national education, and by tradition in the manner of training educational cadres. 

The development of preschool and school teacher training in the different socialist 
countries passes through several phases, and the new socialist countries have used 
the experiences of the first country of socialism, the Soviet Union, especially 
concerning syllabi and curricula for preschool and school teacher training. 

The general tendency of the development of educational cadres throughout the 
world has been clearly expressed in the development of teacher training in socialist 
countries, i.e., that their education be organized at higher and advanced education 
institutions and that specialization courses be taken. The group of educational 
subjects in syllabi and curricula is being increased, and the time spent on practical 
professional training extended. The number of such institutions is also growing. 
Earlier, they were located in large cities, but now they can be found across the entire 
territory of the socialist states. There is also an increase in the number of teacher 
training institutions for teachers who will work in schools and training institutions 
for minority groups. The democratization of the system of education and the con- 
sistent resolution of problems concerning the relations between nationalities in 
socialist countries also influence the teacher training system. 

It is characteristic that the system of teacher training in socialist countries 
devotes much attention to the ideological-political training of these cadres. In all 
teacher schools and courses a significant part of the syllabi and curricula covers 
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subjects such as: Marxism-Leninism, the History of the Communist Party, Political 
Economy, Sociology, and the Bases of the Science of Society, the Social and State 
System. Pupils and students are made familiar with current political problems, 
and they participate in political life as members of youth or student organizations 
and as citizens. They have a compulsory work period in children's and adolescents’ 
organizations as instructors, guides, and members of the supervisory organs of 
these organizations. In this way they prepare themselves for broad educational, 
political, and social work. 

Tn addition to regular studies, various forms of part-time study, evening courses, 
and correspondence courses for preschool, elementary, and secondary school 
teaching diplomas are also widespread. In this way, many personnel from the 
production sector become members of the teaching profession, especially in the 
Soviet Union and German Democratic Republic (GDR). A large number of teachers 
raise their qualifications through part-time studies: lower-grade elementary school 
teachers train to become subject teachers in the higher grades, and teachers on this 
level train for work in the higher grades of secondary schools. The teaching profession 
attracts an ever-increasing number of young women. More than 70% of the teaching 

staff in preschool institutions and in the lower grades of the elementary school are 
women. 

The education of men and women teachers for preschool institutions is carried 
Out in special secondary schools in some socialist countries (schools for nursery 
teachers, educational lycées, educational gymnasiums, etc.), while in other countries 
this training has been raised to a higher level and is acquired in educational insti- 

_ tutions. In some countries there are secondary and higher institutions for the 

Í education of nursery school teachers. Secondary education for these cadres is of 
four- to five-year duration, and in educational institutes — two to three years 
following completion of secondary school. 

Concerning teachers for compulsory education schools, in most cases grade 
teachers (first to fourth or fifth grades) are trained separately from subject teachers 
for higher grades of the compulsory school. Some socialist countries have main- 

| tained secondary educational schools for first- to fourth- or fifth-grade teachers 

(teacher training schools, educational schools, educational lycées, educational gym- 
nasiums) where studies are of four- to five-year duration, but some grade teachers 
are trained in educational institutions (educational academies, higher schools 
of education, educational centers) where the studies are of two- to three-year 
duration after completed secondary school. In the first case, the candidates acquire 
instruction in the science of education and psychology parallel with general second- 
ary education; in the second case, their instruction is mainly professional and 
educational. 

Subject teachers in the higher grades of compulsory general education schools 
(fifth- to eighth- or ninth-grades) are trained in educational institutes upon com- 
pletion of secondary school, or at universities. The length of study at educational 
institutes, which are on the level of higher schools, is two to three years, and at 
Universities — three to four years. In some socialist countries the students, in 
addition to instruction in the science of education and psychology, study one 
Professional subject and in other countries — two to three subjects. 

Ninth- to twelfth-grade subject teachers, for the highest grades of full secondary 

jr School, are educated only on the university level, at schools of education and other 
- departments of universities, at educational institutes, advanced schools of education 
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advanced schools and academies of art, the conservatory of music, advanced schools 
and institutes for physical culture, and at certain other specialized advanced schools. 
Studies are of four- to five-year duration. At educational institutes, university 
schools of education, and advanced schools the education of students is guided 
professionally (they study two to three subjects), while university studies are 
mainly geared toward the study of one or two scientific disciplines. Instruction in 
education at universities is usually of lesser volume than at specialized teacher 
training schools, 

Teachers of vocational subjects in secondary technical and other vocational 
schools (engineers-teachers, agronomist-teachers, lawyers, economists, etc.) are 
trained at the corresponding university departments or at advanced industrial- 
educational schools and academies, and at advanced technical and other vocational 
schools and institutes. Studies are of four- to five-year duration. The teachers of 
practical curricula are trained at higher industrial-educational schools, industrial- 
educational technical seminars, and at schools for highly skilled workers and masters. 
Laboratory workers and instructors in secondary and higher technical schools are 
also trained at these educational institutions, but special courses in education and 
correspondence studies are organized for them as well. Elementary school teachers 
for special education of the blind, deaf, and other developmentally retarded children 
obtain their training at special classes in institutes of education, at higher and 
advanced schools of defectology, and at universities. 

Teachers and other personnel working with adults and in cultural-educational 
activities among the population acquire their training, for the most part, in the 
same manner as the other categories of educators. However, some prepare for their 
work in secondary schools and institutes for librarians, at art schools, at political 
and union schools and courses, and often through correspondence courses. In 
Yugoslavia and Czechoslovakia studies can be taken in adult education at universi- 
ties and at some higher institutions for adult education. 

On the basis of previous teacher training, courses, seminars, and consultations 
with practical assignments are organized for school principals, inspectors, and 
school administrators. 

In all these teacher training institutions in socialist countries the following subjects 
are intensively studied: psychology, general education, the history of education, the 
theory of communist training, didactics, and methodology for different teaching 
subjects and training activities. Parallel with this, practical educational work is 
organized for the students in the form of exercises in psychological and educational 
observation, critical evaluation of teaching work, holding practice lectures, and in 
the form of shorter or longer periods of independent work with pupils and summer 
practice in training institutions, at pioneer and youth camps, labor brigades, 
resorts, etc. Educational schools and institutes frequently make their schools 
available for the students to observe and practice teaching work. Other urban and 
rural schools, didactical subject classrooms, practical seminars, methodological 
stations, pioneer lodges, educational libraries, etc., are also used for the same 
purpose. 

Teaching at university schools of education and at institutes of education on the 
university level is connected with scientific research so that the students are theore- 
tically and practically introduced to the methodology of scientific research work. 
Upon graduation, the best students can enroll at courses for graduate studies, 
scientific fellow candidates, and doctorates. 
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In-service Training of Teachers 


In accordance with the overall system of education in socialist countries, student 
teachers have many opportunities to obtain scholarships, accommodation in student 
homes, less expensive food at student cafeterias, and other privileges. Governments 
and territorial communities are allotting higher and higher funds for these purposes. 
Part-time students also obtain much assistance and are stimulated by various meas- 
ures to complete their studies as quickly and successfully as possible. 

Further professional and educational training for teachers is organized in all the 
socialist countries as a constant activity of national education organs, institutes of 
education, and universities. In most of the socialist countries, special institutes, 
educational societies, scientific and professional associations, unions, and political 
organizations are engaged in further training for teachers. In some countries, 
further teacher training is organized periodically. 

In the Soviet Union, professional and scientific gatherings, seminars, conferences, 
and congresses are also forms of further teacher training, and in some other socialist 
countries so-called educational readings (lectures) are held annually. Selected 
teachers present — in written form — their educational experiences or the results of 
scientific research at local, republican, and country-wide meetings. The best studies 
are published in the form of an anthology or in professional and educational journals. 

Numerous educational and methodological journals, teachers’ newspapers, 
instructional brochures, manuals, and other literature help to raise the professional 
and educational culture of teachers. Educational libraries, didactical and methodo- 
logical subject classrooms, and experimental schools are also an integral part of 
the system of education and further training for educational cadres. A large 
number of teachers are permanently associated with scientific research institutes, 
with the Academy of Pedagogical Sciences (USST), ahd with departments of aca- 
demies of science. As co-workers they participate in investigations and educational 
experiments, and with the aid of the permanent staff of scientific institutions they 
generalize their educational experience. 

Educational cadres in socialist countries are stimulated to go on for further 
training in this way: every year a large number of the best teachers are awarded 
honorary titles (honorary teacher, exemplary teacher, honorary sports master, etc.), 
commendations, medals, and prizes. For example, in the Soviet Union over 300,000 
teachers have been decorated, of whom about 30,000 received the Order of Lenin. 
In some socialist countries an annual Teachers’ Day is celebrated. ; 

The high prestige which the teaching profession enjoys among the population, as 
well as the constant care given by governments and unions to the material position 
of educators, creates very positive conditions for attracting young people to this 
Profession and for the constant further training of staff in educational and training 
institutions. 
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LEHRERBILDUNG IN SOZIALISTISCHEN LANDERN 
von DRAGUTIN FRANKOVIC, Belgrad 


Der Verfasser gibt einen vergleichenden Überblick über die charakteristischen 
Züge der Lehrerbildung in sozialistischen Ländern. Er hebt hervor, daß gerade der 
Ausbildung der verschiedenen Lehrerkategorien besondere Aufmerksamkeit gewid- 
met wird, was die Bedeutung dieser Berufsgruppe für Schule und Gesellschaft er- 
kennbar werden läßt. Das System der Lehrerbildung entwickelt sich vor allem 
infolge der Erweiterung der Bildungsmöglichkeiten und der pädagogischen Ein- 
richtungen sowohl im Hinblick auf seinen Umfang als auch im Hinblick auf die 
Zahl seiner Studenten. Die Veränderungen in den Schulsystemen erfordern neue 
Typen von Lehrern, ständige Weiterbildung und berufliche Anpassung der pädago- 
gischen Berufe. Parallel zur Schaffung regulärer Ausbildungssysteme sind verschie- 
dene Formen des verkürzten, intensivierten und teilzeitlichen Studiums eingeführt 
worden. Die allgemeine Tendenz geht dahin, das Niveau der Lehrerbildung anzu- 
heben, obwohl bereits einige Ausbildungsgänge dieser Art bestehen. 

In sozialistischen Ländern wird auf die auf dem Marxismus-Leninismus basieren- 
de politische und ideologische Ausbildung besonderer Wert gelegt. Sowohl der päda- 
gogische Inhalt der Ausbildung als auch der Umfang der praktischen Vorbereitung 
auf die Aufgaben des Lehrberufs entwickeln sich mehr und mehr. Der Unterricht 
auf höherem akademischen Niveau erfordert Kenntnisse in der wissenschaftlichen 
Forschung, um die Studenten auf wissenschaftliche Arbeit vorzubereiten. Nach 
Abschluß der Ausbildung können die besten Studenten Vorlesungen an der Uni- 
versität belegen. Zahlreiche Möglichkeiten und spezielle Einrichtungen gewähr- 
leisten eine ständige Weiterbildung der im Beruf stehenden Lehrer. Es besteht ein 
intensiver Erfahrungsaustausch auf Tagungen, Kursen, durch Veröffentlichungen 
und Fachzeitschriften. Den besten Lehrern werden Ehrentitel, Medaillien, Emp- 
fehlungen und Preise verliehen. All dies macht das große Prestige deutlich, das der 
Lehrerberuf in sozialistischen Ländern genießt. Der Verfasser kennzeichnet ab- 
schließend kurz die Ausbildungseinrichtungen für die verschiedenen Lehrergruppen: 


| 
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LA FORMATION DES ENSEIGNANTS DANS LES PAYS SOCIALISTES 


par DRAGUTIN FRANKOVIC, Belgrade 


L'auteur présente ici une image comparative des caractéristiques principales de 
la formation de l'enseignant dans les pays socialistes. Il fait remarquer que l'on 
accorde une attention spéciale à la formation de toutes les sortes d'enseignants, par 
suite du róle important qu'ils jouent dans les écoles et dans la vie de la communauté. 
Le système de la formation d’enseignant se développe en étendue et en nombre 
d'étudiants, surtout par suite de l'augmention des possibilités de s’instruire, et des 
institutions pédagogiques. Des changements dans les systèmes pédagogiques 
nécessitent de nouveaux types d'enseignants, la re-formation continue et l'adapta- 
tion professionnelle des cadres pédagogiques. Parallèlement à la création de systèmes 
réguliers de formation pédagogique, diverses formes d'étude abrégée, accélérée et 
à temps partiel ont été introduites. La tendance générale est d’élever le niveau de la 
formation d'enseignant, quoique l'on trouve certains types de formation d'ensei- 
gnants secondaires. Il convient également de noter que dans les pays socialistes, on 
accorde une grande attention à la formation politique et idéologique basée sur le 
Marxisme-Léninisme. Le contenu pédagogique, de même que l'étendue de la prépa- 
ration pratique pour les táches de l'enseignant, se développent de plus en plus. 
Enseigner à un niveau académique élevé est lié à de la recherche scientifique dans 
le but de permettre aux étudiants de participer à un travail scientifique. Une fois 
leurs études secondaires terminées, les meilleurs étudiants peuvent s'inscrire à des 
cours d'étude universitaire. De nombreuses occasions et des institutions spéciales 
sont offertes pour assurer la formation continue des enseignants en exercice. 
L'échange d'expériences au moyen de conférences, de cours, d'ouvrages et de revues 
est intense. Aux meilleurs professeurs et éducateurs sont décernés titres honorifiques, 
médailles, recommandations et prix. Ce qui signifie que dans les pays socialistes, 
la profession d'enseignant jouit d'un grand prestige. 

L'auteur donne également de bréves informations sur les types d'institutions 
pédagogiques pour les différentes catégories d'enseignants. 


EDUCATIONAL RESEARCH IN SOCIALIST COUNTRIES 
by E. I. MoxoszoHN, Moscow and JOZSEF SZARKA, Budapest 


The Formation of Scientific Theory of Education in Socialist Countries 
and the Development of the Theory of Communist Education 

The formation of scientific educational theories in socialist countries is connected 
with great socio-economic changes which took place as the result of the Great 
October Socialist Revolution in the USSR and changes of the socio-economic 
Systems in other countries, as an outstanding Soviet educator and school adminis- 
trator N. K. Krupskaja wrote: “The October Revolution meant a revolution in 
the field of education also”. 


The science of education in the young Soviet Republic faced fundamental theoret- 
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ical problems, such as factors of personality formation, the essence and aims of 
communist education and its patterns, the content and methods of instruction and 
character education in a new socialist school, and other problems connected with 
the formation of a new school system and the task of educating new man, active and 
conscious, all-round educated builder of communist society. 

After the Great October Socialist Revolution the Communist Party, under the 
leadership of V. I. Lenin, headed the complex task of building a new society in the 
USSR. Lenin took an immediate part in working out and solving basic problems of 
public education and culture. 

Developing the Marxist teaching about society V. I. Lenin worked out main 
principles of socialist enlightenment and public education. Lenin points out that 
in a new society learning, instruction and education cannot be the same as the old 
ones, but at the same time they should originate from the material left by the old 
society. Fundamental problems of communist education were thoroughly analysed 
in V. I, Lenin’s articles and speeches (on the main purpose of educating new man, 
on the connection between theory and practice in school education, on the connec- 
tion between education and life, on the combination of education with socially- 
useful labour, on principles of forming communist morality). 

Lenin’s ideas in the field of education were taken as the basis for reorganizing 
the school system in Russia. The abolition of national, class, denominational, and 
other limitations in the sphere of education, the separation of church from state 
and school from church became the beginning of the basic reorganization of the 
whole field of educating and bringing up the rising generation. Progressive ideas 
from the education of the past were realized (secular education, co-education, la- 
bour education, making school an instrument of forming human personality, etc.). 

An important role in developing Soviet educational theory on the basis of Marxism- 
Leninism was played by such outstanding educators as N. K. Krupskaja, A. V. 
Lunaéarskij, S. T. Sackiy, P. P. Blonskij, A. S. Makarenko. A specially important 
part for developing scientific foundations of education in socialist countries was 
played by N. K. Krupskaja. The centennial of her birthday was widely marked 
by educators and by the general public of the Soviet Union and other socialist 
countries in February, 1969. She formulated the main purposes and objectives of 
communist education. N. K. Krupskaja wrote: “The population is interested in 
having a primary, secondary and higher school with one common aim: educating 
all-round developed people, conscious, organized by social instincts, having a firm 
world outlook, clearly understanding everything that is going on around them in 
nature and social life; people prepared both in theory and practice for any kind of 
work — physical and intellectual, knowing how to build a wise, interesting, beautiful, 
and happy social life. Such people are necessary for a socialist society, socialism 
cannot be realized to the full without them.” She pointed out that education is 
aimed at developing in every child all his abilities, at raising his activity, his 
consciousness, at developing his individuality and personality in every direction. 

Educational theory in socialist countries looks upon the process of forming and 
developing the child’s personality as a complex dialectical process. On the basis of 
Marxist-Leninist teaching about the personality formation of man, socialist edu- 
cators believe that personality develops under the complex influences of the en- 
vironments, nature and Personality itself which transforms them, thus contributing 

‘to its own changing. 


The school cannot perform its ideological and educational functions, if the school 
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itself and teachers’ and children’s collectives are prevented from participating in the 
transformation of social environments in the interests of the people. School should 
direct and organize influences from the environment so that the latter could contri- 
bute to the development of children’s personality. 

In conditions of a socialist society, when the social environment and education 
have a common aim, the leading role in forming the personality of children and 
youth belongs to an organized, purposeful educational process. 

Representatives of Marxist-Leninist education pay much attention to solving, 
on a scientific basis, such an important theoretical problem as relationships and 
interconnections between education and development. They look upon education 
as the main moving force of the child’s development, stressing the necessity to take 
into consideration internal patterns of his natural development in the social process 
of education. Much attention is paid by educators in socialist countries to the con- 
tent of education and, first of all, to problems of forming a scientific world outlook 
of pupils and their high moral standards. 

Theory of instruction (didactics) developed in close connection with theory of 
education. Great attention was paid to such instructional problems as content of 
school education and curriculum development to meet the demands of social, 
scientific and technological progress; principles, methods and forms of teaching; 
principles and methods of labour and polytechnical education ; methods of teaching 
sciences and humanities in schools of general education. 

Soviet educators pioneered in developing a new science of education. Now Marxist 
pedagogy is being created by the efforts of educators of all socialist countries. There 
is much in common in principles and methods of solving problems of developing 
and improving school systems and contents of education in socialist countries, 
because all the countries are united by common social aims, their aims are the 
elimination of substantial distinctions between mental and physical work, en- 
lightenment and education of the people, bringing up all-round developed man. 

‘At the same time, educators of each socialist country make their own contribution 
to studying these problems. 

Educators of the People’s Republic of Bulgaria study widely possibilities of 
developing schools of different types, pay much attention to studying concrete 
problems of education and upbringing.) 

A good deal of research is being done by educators from the German Democra: 
Republic, Fundamental works have been published on teaching in primary grades, 
the content and methods of teaching in the secondary school. Principles of socialist 
education are being successfully worked out.?) l 

During recent years a number of original works were published in the Polish 
People’s Republic, dealing with the materialistic theory of education, methodology 
of teaching and character education. An important aspect of research for Polish 
Specialists in methodology of teaching is developing principles of “problem 
education.3) 

A two-volume book has been published in socialist Czechoslovakia on problems 
of moral education in socialist schools.4) 

Methodology of teaching in higher education is activ 
People's Republic.5) 

The attention of educators in the Hungarian 
problems of systematization in educational theory.‘) 


tic 


ely studied in the Rumanian 


People's Republic is attracted by 
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Serious research work on present problems of theory of education and teaching is 
being done in other socialist countries, 


The Organization of Research in Socialist Countries h 


There is an extensive and expanding network of educational research institutions 
in all socialist countries. 

The USSR Academy of Pedagogical Sciences includes 11 research institutes, 
dealing with various branches of education (preschool education, school education, 
age-group physiology, psychology of learning and character education, defectology, 
adult education and self-education, teaching in national schools, etc.). 

In all union republics of the USSR there are research institutes of education 
working in close contact with the USSR Academy of Pedagogical Sciences. Sub- 
stantial work in the fields of education and psychology is done by teacher training 
institutes and universities, where every specialist in education, in addition to 
teaching professional subjects, has a special plan of research work in particular 
problems of teaching, character education, school administration, economics of 
public education, etc. 

In socialist countries educational research is carried out both in central institutes 
of education and at chairs of education and psychology of teacher training institutes 
and universities. Central research institutes of educational theory of socialist 
countries are under the ministries of public education. Their staff is about 100-120 
persons, The only exception is the Central Institute of Education of the German 
Democratic Republic (GDR) which has about 300 people on the staff. About 2,000 
research workers and assistants work atthe USSR Academy of Pedagogical Sciences. 

There are specialized research institutions in some of the countries dealing with 
particular problems. Among them it is necessary to name the J. A. Komensky 
Research Institute in Czechoslovakia, and the department of education at the Uni- 
versity of Warsaw, which is an important research centre in the Polish People’s 
Republic. Some research institutions, in addition to studying present problems of 
education, take part in the preparation of basic materials (curricula, syllabi, text- 
books), and also participate in in-service teacher training. For example, the Institute 
of Education of the Hungarian People’s Republic combines both the functions of 
a research centre and those of the central institute of in-service teacher training. 

The work of research institutes of education in socialist countries is of a planned 
character. Both long-term plans for 5-10 years and detailed yearly plans are worked 
out. Plans of all types are discussed by the scientific councils of the institutes; at 
the Academy of Pedagogical Sciences they are also discussed at the General Con- 
ference of the Academy; they are approved by the respective ministries of public 
education. 

Every country works out coordination plans of research, carried out on a national 
scale by all institutions of educational research. The organizational structures Of 
research centres are different in various countries. There are combined research 
institutes of education working in all branches of educational sciences, from pre- 
school education to adult education. The USSR Academy of Pedagogical Sciences 
has functional institutes (Institute of Preschool Education, Institute of General 
and Polytechnical Education, Institute of Theory and History of Education, 
Institute of Psychology, etc.). 

The USSR Academy of Pedagogical Sciences and research institutes of other 
socialist countries have their own periodicals and specialized educational magazines.”) 
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Republican and regional institutes of in-service teacher training and best teachers 
are invited to take part in educational research. Institutes of educational research 
have their own experimental schools, supported by them and fulfilling certain 
tasks in accordance with research plans. 

In addition to these experimental schools which are in the system of research 
institutions, there is a network of associated schools which are under departments 
of public education and take part in the studies of educational research institutions. 
Whenever necessary, experimental work is conducted in a wide network of schools 
in various parts of one country or another. 

There is a state system for the scientific qualification of educational research 
workers, as a rule there are two advanced scientific degrees: doctor of educational 
sciences (the highest degree) and candidate of educational sciences. The degrees are 
awarded after the defence of a corresponding dissertation in scientific councils of 
those institutes which have a right to award the degree. 


Main Trends in Educational Research 

The making of the material and technological basis of socialism and communism, 
the formation of new social relations and communist education of new man are 
closely connected aspects of a single programme of building socialism and com- 
munism. 

In all socialist countries great attehtion is paid to educating new man as a con- 
scious, active, creative personality. School, children’s and youth organizations, 
family and various social organizations take part in this education. 

In conditions of expanding educational activities in socialist countries the role 
of educational sciences is growing immeasurably; these sciences are called upon to 
work out scientific foundations of guiding a complicated process of educating new 
man. During recent years education as a science has expanded its boundaries. New 
branches and sections of education are created and developed (comparative educa- 
tion, educational sociology, the pedagogy of vocational education, etc.). 

The differentiation of knowledge in education goes in other directions too. Within 
the frame of general educational theory its basic parts — philosophical and sociolog- 
ical foundations of education, theory of education, theory of instruction (didactics) 
= in a certain sense grow into independent scientific disciplines, with specialists of 
their own. 

The process of integrating educational knowledge and developing general 
principles and foundations of education is going on at the same time. New tasks of 
educating children, adolescents and adults require a certain combination of the 
integration of educational sciences with their differentiation, with the aim to pro- 
vide a unity of a general theory for educating man and a deeper study of age stages 
of the educational process. 

During recent years more attention has been paid in socialist countries to method- 
logical problems of education, such as the relationship between the biological 
and the social in the formation of man; the relationship between development, 
learning and education; the relationship of heredity, environments and education; 
the nature of cognitive and educational processes and their characteristics, etc. 

Much attention is paid to such fringe problems of research in education and 
Sociology as: 

7 concrete demands of a society upon education taking into consideration the needs 
of developing public economy, science, technology, culture, and social relations; 


^ 
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ways for optimum use of opportunities given by society for educating and 
teaching the young generation; 

the influence of education and upbringing of the young generation on the develop- 
ment of economy and the social progress; 

the influence of public life and social relationships on the development of the 
child’s personality; 

— ways for educational control of factors forming the rising generation, etc. 

In connection with the problem of the all-round development of the personality, 
questions such as the following are studied attentively as ways and conditions of 
developing consciousness and self-consciousness in children at different age-levels: 
— general and individual features of the age-growth; 

— the relationship between the external and internal, the objective and subjective 
at various stages of personality development; 

— the origin of human abilities and their development; 

— the formation of needs in the developing personality ; 

— factors of forming personality traits; 

— moving forces of the all-round personality development. 

To be able to raise the level of general, vocational and professional education of 
the population in socialist countries, it is necessary to study a number of special 
economic and structural problems of education, including the most rational 
distribution of schools of various types, having in mind the process of eliminating 
substantial differences between town and country; the dynamics of developing 
secondary education; reasons for differences in the level of secondary education in 
some regions and republics; optimum proportions of different ways of obtaining 
secondary education by the rising generation (schools of general education, technic- 
ums, vocational-technical schools, etc.); general secondary education of working 
youth; specific features of developing secondary education in rural areas and differ- 
ent regions, and measures necessary to provide real equality in obtaining secondary 
education in urban and rural areas; the preparation of recommendations for 
establishing an optimum system of admission to higher education for most capable 
graduates from urban and rural secondary schools. Important aspects of this 
problem are the methodology of planning the development of educational establish- 
ments, studying the effectiveness of economic and financial expenditures for various 
branches and types of education, teaching loads for teachers and educators in 
schools and children's establishments. A good deal of attention is paid in socialist 
countries to studying problems of a most rational scientific organization of the 
teacher's work at school and the work of school as a whole. 

At present much work is being done in socialist countries to improve the content 
of general education. In connection with this research institutions (the USSR 
Academy of Pedagogical Sciences, institutes of education in other socialist countries) 
carry out important studies to bring the content of education into accord with the 
modern level of science, technology, and culture. Great attention is paid to studying 
new forms of organizing the process of education at school (three-year primary 
education, the combination of the required volume of knowledge of all pupils and 
optional studies). 

Numerous studies are carried out in various countries, demonstrating ways of 
raising the level of theoretical training of secondary school graduates and equipping 
them with skills and habits for further independent cognitive activities. 

The idea of permanent education makes it necessary to organize the content of 
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secondary education in such a way as to develop in the youth stable and permanent 
interest for knowledge, and to form skills and habits of self-education which are 
necessary after graduation from secondary school and joining the working world. 

Educators in socialist countries pay much attention to the scientific formulation 
of a modern concept of general labour and polytechnical education. Studies are 
made to determine the most effective ways of establishing connections between 
learning fundamentals of sciences and labour training with the aim of preparing 
pupils for life, to establish the most rational forms of combining education with 
socially-useful labour of secondary school pupils in conditions of modern scientific, 
technological, and social progress. 

Problems of vocational guidance of school children are worked out with regard 
to manpower requirements of public economy and culture, studying interests, 
inclinations, and abilities of children in the process of school education and various 
extra-curricular and extra-school activities. In the field of theory of instruction 
(didactics) research projects are aimed at raising the effectiveness of the process of 
teaching, the level and quality of knowledge of children, adolescents, young boys 
and girls. For this, cognitive potentialities of pupils at different age levels are 
studied, ways of raising the effectiveness of classroom studies and methods of 
teaching are worked out, methodological problems of “concept” teaching and 
programmed learning and their place in the system of school education are worked 
out. 

Educators in socialist countries express the opinion that “concept” teaching and 
programmed learning are special instructional systems which should be included 
in a general instructional system of school education. They cannot become universal, 
they should be used to the extent to which they can contribute to raising the effect- 
iveness of instruction, raising the level of children’s knowledge, their intellectual 
development and all-round education. 

There are research projects for further development and improvement of methods 
of teaching separate study subjects — sciences and humanities; projects which are 
aimed at raising the effectiveness of existing forms of school teaching, first of all, 
lessons (classroom periods); individual differences of pupils are studied, methods 
and techniques of using them in the process of education are devised; methods of 
improving the existing system of evaluating knowledge and school attainment. 

Much attention is given to working out scientifically-based methods of preventing 
and overcoming school failures and nonpromotion. All these research projects 
contribute to raising the level of school education. 

An important place in educational research of our countries belongs to the up- 
bringing (character education) of the rising generations. Objective patterns in the 
process of forming a scientific conception of the world (wissenschaftliche Weltan- 
schauung), moral consciousness and moral behaviour of pupils at different ages are 
studied at school. Complicated problems are solved by common efforts of educators, 
Psychologists, philosophers, and sociologists, the leading part being played by 
educators. 

Most important research problems in this field, studied by edu 
countries, are: 

- objective patterns of the process of forming a scientific conception of the world 
in school children; 

— most effective ways of forming, 
means of developing the unity of communist consciousness and bi 


cators from socialist 


on this basis, communist views and convictions, 
ehaviour; 
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— optimum systems of moral education for children of different age; 

— the content and most effective methods of educating pupils in the spirit of 
socialist patriotism, active counteraction against any demonstrations of alien 
morality ; 

— methods of developing conscious discipline, culture of behaviour and responsibility 
of pupils for their behaviour, development of the sense of responsibility to the 
Soviet society, family, peer collective, development of respect for the law; 

— raising the role of the teacher as an upbringer; 

— children's collective as a factor of character education for the all-round de- 
velopment of the child's personality; 

— ways of raising the effectiveness of extra-curricular and extra-school activities; 

- educational problems of the activities of the Young Pioneer and Komsomol 
organizations; 

— ways of improving methods of self-education of adolescents and the youth; 

— aesthetic education, especially its role in the development of communist morality, 
soviet patriotism, aesthetic tastes corresponding to the ideals of communist 
education. 

- problems of physical development and education (physical development of 
children of different ages; a system of physical education at school; educational 
foundations of sports; children's hygiene of physical education at school and at 
home; pupil's schedule of daily life as a factor of improving health and physical 
development); 

— problems of sex education; 

— rewards and punishments used in educational work with children; measures for 
preventing juvenile delinquency and hooliganism; norms of behaviour of the 
young Soviet man; study, generalization and systematization of experiences in 
character education at schools with prolonged school hours, boarding schools 
and special schools. 

There are research projects aimed at examining the best forms of coordinating 
activities of the school, family, and general public in a general system of character 
education. 

We should like to stress here some basic principles in the field of character edu- 
cation. We look upon character education as an objective process of the purposeful 
formation of human personality. Character education is realized not only through 
educational influences of the teacher on his pupil, but also in a system of varied 
study, labour, and other activities of the child, in a system of developing educational 
relations. This is why in studying particular problems of character education 
much attention is paid to studying patterns in the formation of consciousness, 
feelings, and behaviour of children. It is only the unity of intellectual, emotional, 
and practical factors that can make educational activities of the teacher effective. 
Scientific pedagogy studies character education in unity with self-training of the 
child in the same direction. During recent years educators of socialist countries 
have paid very great attention to these problems, bearing in mind that the child 
is not only an object of the teacher's educational influences, he is also an active 
subject of character education. Results of character education are very often 
determined by active participation of children themselves in this complicated 
educational process. Much attention is paid to studying the process of the formation 
of personality of a growing and developing child. This process is characterized by 

the development of communications between children and adults, by forming 
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personal attitudes of children to social and natural phenomena studied by them, 
to their own cognitive activities. Specialists study a complicated and contradictory 
process of transforming knowledge into personal views and convictions which deter- 
mine the general trend of personality and its behaviour. 

It is clear that the study of the complicated process of character education and 
learning encounters many difficulties, connected with the fact that the researches 
should penetrate into mechanisms of the multi-sided internal spiritual life of the 
child. 

This is why institutions of educational research give much attention to improving 
objective methods of research. We work a lot at improving methods of educational 
observations, the structure and methods of carrying out experiments of different 
types, pay much attention to studying and generalizing advanced educational 
experiences, the process and results of educational activities of the best teachers of 
our countries. 

Raising the theoretical level of educational research requires wider applications 
of modern scientific methods, connected with mathematical logic, cybernetics, 
theory of information. Some results have been achieved in this field. Intensive 
work is being done in using various logical models of the process of education. To be 
a success in educational research more attention should be paid to complex studies 
of teaching and character education in which, in addition to educators, represen- 
tatives of social, anthropological, and natural sciences would take part, first of all 
physiologists, philosophers, sociologists, psychologists, specialists in logic, etc. 

The development of cooperation between educators of all countries is a guarantee 
of further development of educational sciences and strengthening of their influence 
on the practice of teaching and character education. The cooperation may be reali- 
zed both through exchanging materials, publications, and by organizing various 
international studies in the field of education. 

There is no doubt that on the basis of an adequate scientific methodology and 
modern methods of scientific cognition, the science of education, as one of the most 
important sciences about man, will widen its horizons and will contribute to the 
progress of mankind. 


NOTES 


1) S. Janev: “25 let razvitija obrazovanija i pedagogiceskoj misli v narodnoj 
Bolgarii” (“25 Years Development of Education and Educational Thought in the 
People’s Republic of Bulgaria”). In: Sovetskaja pedagogika, 1969, 9, PP: 122-28. 

2) E. DREFENSTEDT: Die rationale Organisation des Unterrichts. Berlin 1967. 

. 3) W. Oxon: U podstaw problemowego uczenia ste. (Principles of Problem Learn- 
ing), Warsaw 1964; Podstawy wyksztalcenia ogölnego (Foundations of General Educa- 
tion), Warsaw 1967; Zarys dy daktyki ogölnej (Outline of General Didactics), Warsaw 
1963; Proces navzania (The Teaching Process), Warsaw 1954. S 

4) Moral Education, Vols. I-II, Authors’ collective, Bratislava 1963; i 

M. Cipro: Modernizace základniho vzdélani. (The M odernisation of Basic Education) : 
Trage 1969; O. CuLuP: Modern Teaching Methods in the Natural Sciences, Bra- 

islava 1964. 3 y 
P 5) D. Muster, A. Hascan, P. POPESCU: Methodology of Testing and Assessing 
upils’ Knowledge, Bucharest 1969. E > 

6) G. Ee A nevelés elmélete (The Theory of Education), Budapest 1959; 
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J. SZARKA: The ce of Educational Theory), Budapest 1965; L. HorvAtu: 
Modern Education in General World Outlooks, Budapest 1961; O. Vac: The For- 
mation of the Socialist Children’s Collective, Budapest 1960; E. SzEcHv: The Paths 
of Collective Education in the Upper School, Budapest 1967. 

7) The following monthly magazines are published by the publishing house 
“Pedagogika’” (‘‘Education’’) in Moscow: 

General: Sovetskaja pedagogika (Soviet Education), Voprosy psichologii (Problems 
of Psychology), Sem'ja i Škola (Family and School), Doskol'noe vospitanie (Preschool 
Education), Vospitanie Skol'nika (The Education of the Pupil), Narodnoe obrazovanie 
(Public Education), Nacal'maja skola (Primary School); 

Specialised: Literatura v Škole (Literature in School), Russkij jazyk v škole (The 
Russian Language in the School), Inostrannyj jazyk v Skole (The Foreign Language in 
the School), Biologija v škole (Biology in the School), Fizika v škole (Physics in the 
School), Istorija v škole (History in the School). 

Narodna Prosveta (Public Education) is published in Sofia: Ministry of Education 
and Culture; Pädagogik in Berlin: German Central Institute for Education; Kwar- 
talnik pedagogiczny (Educational Quaterly) in Warsaw: Institute of Education, 
University of Warsaw; Pedagogika (Education) in Prague: Institute J. A. Komens- 
ky, Czechoslovakian Academy of Sciences; Pedagógiai szemle (Educational F orum) 
in Budapest: Institute of Education; Revista de pedagogie (Educational Forum) in 
Bucharest: Institute for Educational Sciences; and Pedagogija (Education) in 
Belgrad: Association of Yugoslavian Educational Societies. 
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PÄDAGOGISCHE FORSCHUNG IN SOZIALISTISCHEN LÄNDERN 
von E. I. Monoszonn, Moskau und J6zsEr SZARKA, Budapest 


In dem vorliegenden Artikel werden die gegenwärtige Situation und die Haupt- 
richtungen der pädagogischen Forschung in der UdSSR und anderen sozialistischen 
Ländern beleuchtet. Die Autoren charakterisieren die methodologischen Grund- 
lagen der sozialistischen Pädagogik, der Theorie der Erziehung und des Unterrichts. 
In dem Artikel werden die aktuellen Probleme der pädagogischen Forschung aus- 
führlich behandelt (die wissenschaftlich-technische Revolution; der soziale Fort- 
schritt und Probleme des Inhalts der Ausbildung; wissenschaftliche Grundlagen 
der Vervollkommnung der Methoden und der Organisation des Unterrichts; die 
Erhöhung der Effektivität des Lehr- und Lernprozesses; die Ausbildung der wissen- 
schaftlichen Weltanschauung der Kinder und Jugendlichen, ihre sittliche, ästheti- 
sche, körperliche und polytechnische Erziehung, die organisatorischen und pädago- 
gischen Probleme des Übergangs zur allgemeinen mittleren Schulbildung; die Päda- 
gogik der Weiter- und Fortbildung der Erwachsenen). Die Autoren skizzieren die 
Grundstruktur der wissenschaftlichen pädagogischen Einrichtungen, der Wissen- 
schafts- und Forschungsplanung und ihre Anwendung in Unterricht und Erziehung. 


RECHERCHE PEDAGOGIQUE DANS LES PAYS SOCIALISTES 
par E. I. Monoszoun, Moscou et JózsEr SzARKA, Budapest 


Cet article examine la situation actuelle et les tendances principales de la recher- 
che pédagogique en URSS et dans d'autres pays socialistes. Les auteurs caractérisent 
les bases méthodologiques de la pédagogie socialiste, de la théorie de l'éducation et 
de l'enseignement. Les problémes actuels de la recherche pédagogique y sont traités 
de manière extensive (la révolution scientifico-technique; le progrés social et les 
problémes du contenu de la formation; les bases sociales de l'amélioration des 
méthodes et de l'organisation de l'enseignement; l'accroissement de l'efficacité du 
processus d'enseignement et d'acquisition des connaissances; la formation de la 
Conception du monde scientifique des enfants et des adolescents; leur éducation 
morale, esthétique, physique et polytechnique; les problémes d'organisation et de 
pédagogie que pose le passage à l'école secondaire; la pédagogie de la formation 
universitaire et continue des adultes). Enfin, les auteurs donnent un aperçu de la 
structure fondamentale des institutions scientifiques et pédagogiques, de la planifi- 
cation scientifique et de recherche, et leur application dans l’activité pratique rela- 
tive à l'enseignement et à l'éducation. 


COMMUNICATIONS - BERICHTE - COMMUNICATIONS 


DAS VOLKSBILDUNGSWESEN DER 
TSCHECHOSLOWAKISCHEN SOZIALISTISCHEN REPUBLIK (CSSR) 


Allgemeine Charakteristik des Volksbildungssystems 

Die Verfassung der CSSR garantiert allen Biirgern das Recht auf Bildung. Nach 
dem Schulgesetz aus dem Jahre 1960 beruhen Erziehung und Bildung auf der wis- 
senschaftlichen Weltanschauung des Marxismus-Leninismus, und stiitzen sich 
auf die neuesten Erkenntnisse der Wissenschaft und fortschrittliche Kulturtradi- 
tionen. Die Erziehungseinrichtungen und Schulen bilden ein einheitliches System, 
in dem die einzelnen Schulstufen und -arten organisch aufeinander aufbauen; 
dieses System ermôglicht den Aufstieg in die héchsten Bildungseinrichtungen. 
Sämtliche Institutionen unterstehen dem Ministerium fiir Schulwesen. Der Unter- 
richt ist unentgeltlich. Dieses System umfaßt die vorschulische Erziehung in den 
Kinderkrippen und Kindergärten für Kinder bis zum 6. Lebensjahr; die obligato- 
rische Grundbildung in den Grundschulen für Kinder von 6 bis 15 Jahren; die Mit- 
telschul- und höhere Bildung in verschiedenen Schultypen für Jugendliche von 15 
Jahren aufwärts; die Hochschulbildung für Jugendliche mit einer durch die Reife- 
prüfung abgeschlossenen vollständigen Mittelschulbildung. 

Werktätige können ihre Bildung durch nebenberufliches Studium an allen 
Schultypen oder in Kursen undan Bildungsinstitutionen der Behörden und Betriebe 
vertiefen und erweitern. Personen mit beschränkter Arbeitsfähigkeit können sich 
auf Grund spezieller Vorschriften im Rahmen der sozialen Betreuung für geeignete 
Berufe ausbilden lassen. 


Die Leitung des Volksbildungswesens 

Die zentrale ideologische und pädagogische Leitung und Kontrolle der Erziehungs- 
und Bildungsarbeit in den Schulen und in den außerschulischen Erziehungsein- 
richtungen liegt beim Ministerium für Schulwesen. 

Die Orts- und Stadtausschüsse sorgen für die materielle Sicherung der Erforder- 
nisse und Bedingungen der Jugenderziehung in und außerhalb der Schule. Die Be- 
zirksausschüsse üben die pädagogische Aufsicht über die Schulen des I. Zyklus in 
den Bezirken aus und kümmern sich um eine zweckmäßige und wirtschaftliche 
Verwendung der für den Ausbau des Schulwesens bestimmten Mittel. Die Kreisaus- 
schüsse sorgen für die Entwicklung der Schuleinrichtungen im Kreis, Bei ihnen 
liegt die Aufsicht und Verwaltung der Schulen des IT. Zyklus. Im Zusammenhang 
mit der Föderalisierung und den staatsrechtlichen Reformen sollen das Schulgesetz 
und das Schulaufsichtssystem jedoch geändert werden. 

1968/69 wurden 371 013 Kinder im vorschulischen Alter betreut; 2052 526 
Schüler besuchten die Grundschulen; 107 978 absolvierten die allgemeinbildenden 
Mittelschulen, und 278 685 die Mittelschulen für besondere Fachgebiete.!) 


I. Zyklus — Grundausbildung 
und ist für alle Kinder im Alter von 6 bis 


Die Grundbildung dauert neun Jahre 1 
15 Jahren verbindlich. Bestandteil der neunklassigen Grundschule ist der Schulhort 
Iklub für Schüler der 6. bis 9. Klasse. 


für Schüler der 1. bis 5. Klasse und der Schul 


370 COMMUNICATIONS — BERICHTE — COMMUNICATIONS 


II. Zyklus — Mittelschulbildung und höhere Bildung = 


Nach Beendigung der obligatorischen neunklassigen Grundschule gehen die | 
Jugendlichen in eine Mittelschule über. Abgeschlossene Mittelschulbildung ver- | 
mitteln Schulen, die mit der Reifeprüfung abschließen, d.h. die vierklassigen Gym- | 
nasien (allgemeinbildender Typ), die vier- bis sechsklassigen Mittelschulen mit EI 
besonderer Fachorientierung, die allgemeinen Mittel- und Fachschulen für Werk- 
tätige oder die speziellen Mittelschulen für begabte oder behinderte Jugendliche. 

a) Nach dem Entwurf des Gymnasialgesetzes wurden vom 1.9.1968 an Gymna- ~ 
sien als neuer Typ der vierklassigen Mittelschule errichtet, die eine abgeschlossene A 
allgemeine Mittelschulbildung vermitteln sollen. Sie lósten die bisherigen dreiklassi- 
gen allgemeinbildenden Mittelschulen ab. Zu den allgemeinbildenden Mittelschulen — 
gehóren auch die Spezialschulen für besonders begabte Jugendliche. " 

b) Die Mittelschulen mit besonderer Fachorientierung bereiten die mittleren — 
technischen Kader für alle Zweige der Volkswirtschaft, der Industrie und Landwirt- 
Schaft, des Gesundheitswesens, usw. vor. Der Unterricht dauert 4 Jahre und wird 
mit einer obligatorischen Reifeprüfung abgeschlossen, die zum Hochschulstudium 
berechtigt. 


Charakteristik der Lehrpläne 
Grundschule 


Die Lehrpläne weisen vor allem die Ziele und den Inhalt des Lehrstoffes aus. Nur 
die Lehrpläne für den naturwissenschaftlichen, ästhetischen, Sport- und Arbeits- — 
unterricht beziehen die zu erwerbenden Fertigkeiten der Schüler mit ein. Es zeichnet | 
sich die Tendenz zu Änderungen im Sinne eines strukturell-funktionellen Umbaues 
der Lehrpläne ab. [^ 


Allgemeine Mittelschulbildung 
Gymnasien ?) 

Der Lehrstoff der bisherigen dreiklassigen allgemeinbildenden Mittelschule wird 
über einen vierjährigen Unterrichtszyklus verteilt. Inhaltlich umfaßt die vom 
Gymnasium vermittelte abgeschlossene allgemeine Mittelschulbildung Sprachen, À 
Gesellschaftswissenschaften einschließlich der Grundlagen der Philosophie, Mathe- - 
matik und Naturwissenschaften, ästhetische und Körpererziehung; Bildungsinhalte y 
werden nach Zweigen und Studienrichtungen differenziert. Auch Bildungsinhalte 
mit beruflicher Orientierung werden behandelt. 

Es wurden grundlegende Lehrpläne für den humanistischen und den naturwissen- ^ 
schaftlichen Zweig eingefiihrt; im Rahmen dieser beiden Hauptzweige kónnen Un- 
terrichtsrichtungen mit besonderer Betonung folgender Fachgebiete gewählt wer- 
den: Mathematik und Naturwissenschaften (im naturwissenschaftlichen Zweig); 
Chemie und Biologie (im naturwissenschaftlichen Zweig); erweiterter Unterricht 
in modernen Sprachen (in beiden Zweigen); erweiterter Unterricht in den klassi- © 
schen Sprachen (im humanistischen Zweig); Körpererziehung (in beiden Zweigen); 
Programmieren von Rechenanlagen (im naturwissenschaftlichen Zweig). 


Hochschulen 


Die Hochschulen sind pädagogische, wissenschaftliche und kulturelle Bildungs- 
stätten hohen Niveaus. Sie erfüllen ihre Aufgaben im Einklang mit den Erfordernis" M 
sen der sozialistischen Gesellschaft und der Entwicklung von Wissenschaft und 
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Kultur in der Welt. Sie bilden hochqualifizierte Wissenschaftler und Kiinstler aus. 
Die Studiendauer betragt 4-6 Jahre. 


Akademische Titel 

Den Absolventen der Hochschulen wird nach Ablegung der vorgeschriebenen 
Priifung der akademische Titel eines Doktors der jeweiligen wissenschaftlichen 
Disziplin verliehen. Den Absolventen des Studiums einer pädagogischen Richtung 
wird der ‘‘Doktor der Pädagogik’’ zuerkannt. 

Die Akademien der Wissenschaften und Hochschulen verleihen wissenschaftliche 
Grade in zwei Stufen: 

a) den Grad eines “Kandidaten der Wissenschaften’’ — CSc, 

b) den Grad eines “Doktors der Wissenschaften'' — DrSc. 


Püdagogische Forschungsinstitute 

Seit 1945 besteht das Pádagogische Forschungsinstitut in Prag, spüter wurden 
ein ähnliches Institut in Bratislava und ein Institut für Fachschulwesen in Prag 
errichtet. Bei der Tschechoslowakischen Akademie der Wissenschaften wurde 1954 
eine Abteilung für pädagogische Wissenschaften gegründet, die 1957 in das J. A. 
Komensky-Institut für Pádagogik umgewandelt wurde. 

An den Hochschulen entstanden nach und nach Lehrstühle für Pädagogik, bzw. 
für Pádagogik und Psychologie, die sich vor allem Bildungs- und Erziehungsaufga- 
ben widmen. 1959 wurde das Institut für das Lehrer-Fernstudium an der Karls- 
Universität in Prag gegründet, das 1964 in das Institut für Lehrerbildung an der 
pädagogischen Fakultät der Karls-Universität umgewandelt wurde. Ein ähnliches 
Institut wurde an der Komensky-Universitat in Bratislava eingerichtet. 


ANMERKUNGEN 


e HER ročenka ČSSR 1969 (Statistisches Jahrbuch der CSSR 1969). Prag: 
1969. 

2) “Zákon o gymnasiich”. Sbírka zakonü ČSSR, částka 46 z 22.12.1968 (“Gesetz 

über die Gymnasien”. Sammlung der Gesetze der CSSR, Teil 46 vom 22.12. 1968). 

“Střední školy”. Informace o denním studiu 1969-1970. (“Die Mittelschulen”. 

Informationen über das Tagesstudium 1969-1970). Prag: SPN 1968. 
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CHARAKTERISTIK DES VOLKSBILDUNGSWESENS 
DER DEUTSCHEN DEMOKRATISCHEN REPUBLIK (DDR) 


Aufbau und Struktur des Volksbildungswesens 

Das Bildungssystem in der DDR beruht auf dem von der Volkskammer beschlos- 
senen ‘‘Gesetz über das einheitliche sozialistische Bildungssystem’’ vom 25, Februar 
1965.1) Der sozialistische Staat garantiert mit diesem einheitlichen Bildungssystem 
entsprechend der Verfassung allen Biirgern der DDR unabhängig von ihrem Ge- 
schlecht, ihrer sozialen Stellung, ihrer weltanschaulichen Uberzeugung, ihrem 
Glaubensbekenntnis und ihrer Rasse das gleiche Recht auf Bildung.?) Das Bildungs- 
system bietet die Gewähr, daß jeder Bürger den Übergang zur nächst höheren Stufe 
bis zu den höchsten Bildungsstätten erreichen kann. Der Besuch der höheren Bil- 
dungseinrichtungen ist abhängig von Fähigkeiten und Leistungen unter Berück- 
sichtigung der sozialen Struktur der DDR. Das Bildungswesen gliedert sich in die 
— Einrichtungen der Vorschulerziehung 
— zehnklassigen allgemeinbildenden polytechnischen Oberschulen 
— Einrichtungen der Berufsausbildung 
— zur Hochschulreife (Abitur) führenden Bildungseinrichtungen 
— Ingenieur- und Fachschulen 
— Universitäten und Hochschulen 
— Einrichtungen der Aus- und Weiterbildung der Werktátigen 
— Sonderschulen für Kinder mit physischen oder psychischen Schádigungen.?) 

Das Ziel des sozialistischen Bildungssystems ist ein hohes Bildungsniveau des 
ganzen Volkes, "die Bildung und Erziehung allseitig und harmonisch entwickelter 
sozialistischer Persönlichkeiten, die bewußt ihr gesellschaftliches Leben gestalten, 
die Natur verändern und ein erfülltes, glückliches, menschenwürdiges Leben 
fiihren’’.4) 

Wahrend der Besuch der Vorschuleinrichtungen freiwillig ist, unterliegen alle 
gesunden Kinder kraft Gesetz — beginnend mit dem 7. Lebensjahr — der allgemeinen 
lOjáhrigen Oberschulpflicht. Diese wird in der Regel durch den Besuch der 10- 
klassigen allgemeinbildenden polytechnischen Oberschule erfüllt. In bestimmten 
Fällen kann der Schüler jedoch auch in den Einrichtungen der Berufsausbildung 
bzw. in dem System für die Aus- und Weiterbildung der Erwachsenen seine 10- 
jährige Oberschulpflicht beenden. Die gesamte schulische Bildung und Ausbildung 
ist kostenlos und wird vom Staat geleistet. Um allen Schülern den Besuch der Ober- 
schule zu ermöglichen, werden in bestimmten Fällen zusätzliche Erziehungsbei- 
hilfen gewährt. Neben dem kostenlosen Schulbesuch auf allen Schulstufen ist auch 
das Direktstudium an Universitäten, Hoch- und Fachschulen für alle Bürger frei. 
Set 90% aller Studenten erhalten ein monatliches Stipendium in Höhe von 110- 

O M.5) 


Die Leitung des Volksbildungswesens 


Die Leitung des Bildungswesens obliegt dem Ministerrat der DDR. Das Ministeri- 
um für das Hoch- und Fachschulwesen ist für die Mehrzahl der Hoch- und Fach- 
schulen, das Ministerium für Volksbildung für das allgemeinbildende Schulwesen 
zustandig. Das Ministerium fiir Volksbildung hat die Aufgabe, fiir die einheitliche 
Planung und Leitung der sozialistischen Bildung und Erziehung in den ihm unter- 
stehenden Einrichtungen zu sorgen und die einheitliche Schulpolitik des Minister- 
rates zu sichern. Die örtlichen Volksvertretungen und ihre Organe sorgen in ihrem 
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Verantwortungsbereich für die kollektive Mitwirkung der Lehrkráfte, Erzieher, 
Eltern und aller Bürger bei der unmittelbaren Durchführung der staatlichen Bil- 
dungspolitik. Die Ráte der Bezirke und Kreise und ihre zustándigen Fachorgane 
gewährleisten, daB die Schulen und andere Einrichtungen des Bildungswesens 
nach dem Prinzip der Einzelleitung auf der Grundlage kollektiver Beratungen 
sachkundig geführt werden.$) 

In der DDR gab es 1967 10 364 Kindergärten, in denen 35 951 Erzieherinnen 
556 488 Kinder betreuten (je Erzieher 15 Kinder), 8 328 allgemeinbildende poly- 
technische Oberschulen, Sonderschulen und erweiterte polytechnische Oberschulen 
mit 2511482 Schülern (Klassenfrequenz 26,7 Schüler) und 1 172 Schulen mit 
468 684 Schülern (Klassenfrequenz 22,4 Schüler); an Fachschulen studierten 1967 
123 283 Studenten, und die Hochschulen besuchten 106 534 Studenten.?) 


Das System der mittleren und hoheren Bildung 

Die weiterführenden Bildungsgänge im Bereich der Berufs-, Fach- und Hoch- 
schulbildung bauen in der Regel auf der 10-jährigen Oberschule auf. Das Ziel der 
auf dieser Stufe vermittelten Bildung und Erziehung besteht darin, “allseitig ent- 
wickelte, klassenbewußte, hochqualifizierte Facharbeiter, Ingenieure und Wissen- 
schaftler heranzubilden, die sich durch ein hohes sozialistisches Bewußtsein und 
sozialistische Verhaltensweisen auszeichnen’. Für Schüler mit besonders hohen 
Leistungen und besonderen Begabungen bestehen in der DDR Spezialschulen. Sie 
dienen besonders der Nachwuchsförderung. Es gibt Spezialschulen für technische, 
mathematische, naturwissenschaftliche, sprachliche, künstlerische und sportliche 
Richtungen, die in der Regel alle zur Hochschulreife führen.®) 


Charakter und Funktion der Lehrpläne 

Auf der Grundlage des “Gesetzes über das einheitliche sozialistische Bildungs- 
system” wurden in den letzten Jahren für alle Schulstufen der allgemeinbildenden 
und berufsbildenden Schulen neue Lehrpläne erarbeitet. Sie dienen dazu, den all- 
seitig entwickelten sozialistischen Menschen heranzubilden und ihn für seine Auf- 
gaben in der sozialistischen Gesellschaft vorzubereiten. Sie sichern eine hohe Quali- 
tät der gesellschaftswissenschaftlichen, staatsbürgerlichen, muttersprachlichen, 
fremdsprachlichen, ästhetischen und kôrperlichen Bildung, ebenso wie eine mathe- 
matisch-naturwissenschaftliche und polytechnische Bildung. Entsprechend dem 
neuen Bildungsinhalt vollzieht sich auf der Grundlage der Lehrpläne eine bedeut- 
same Veränderung der Unterrichtsführung. ! 

Auf der Grundlage eines einheitlichen Oberschulniveaus wird gegenwärtig daran 
gearbeitet, differenzierte Formen des Lernens zur Förderung von besonders Begab- 
ten und zur besseren Berücksichtigung des individuellen Leistungsvermögens der 
Lernenden zu entwicklen. Die differenzierten Formen des Lernens sollen dazu bei- 
tragen, individuelle Interessen, Neigungen und Begabungen auszubilden und die 
Schüler auf wichtige Berufe und Studienrichtungen zu lenken.?) 

Das System der Planung, Leitung und Organisation der pädagogischen Forschung 

Die pädagogische Forschung in der DDR erfolgt auf der Grundlage eines vom 
Minister für Volksbildung bestätigten Forschungsprogramms. Es ist fiir die Arbeit 
der wissenschaftlichen Institute verbindlich. Das Forschungsprogramm wird in 
Zusammenarbeit mit Wissenschaftlern erarbeitet und vom Wissenschaftlichen Rat 
des Ministeriums fiir Volksbildung, seinen Sektionen, Forschungsgemeinschaften 
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und Arbeitsgruppen dem Minister zur BeschluBfassung unterbreitet. Der Wissen- 
schaftliche Rat des Ministeriums für Volksbildung ist das zentrale wissenschaftliche 
Gremium zur Beratung des Ministers bei der Planung und Leitung der pädagogi- 
schen Wissenschaft und Forschung.10) Eine besondere Verantwortung kommt dem 
Deutschen Pädagogischen Zentralinstitut (DPZI) in Berlin als dem zentralen 
staatlichen Forschungsinstitut zu. Seine Arbeitsgruppen umfassen die Mehrheit der 
Erziehungswissenschaftler der DDR. 


Wissenschaftliche Grade für Pädagogen 

Die Absolventen der Pädagogischen Institute und der Universitäten beenden 
ihr 4jähriges Studium mit einem Diplom und einem Staatsexamenszeugnis, das die 
Lehrbefáhigung für den Fachunterricht bis zur 10. Klasse der allgemeinbildenden ` 
polytechnischen Oberschule in den studierten Unterrichtsfächern einschließt. So- 
fern das Studium mit dem Ziel “Lehrbefáhigung für 12. Klasse'' aufgenommen wur- S 
de, wird ein entsprechender Vermerk hinzugesetzt. Durch ein Ergänzungsstudium 
ist es möglich, den akademischen Grad eines “Diplompádagogen'” zu erwerben.il) 

Bewährte Pädagogen haben die Möglichkeit, als planmäßige und außerplanmäßi- 
ge Aspiranten den Grad eines “Dokters der Pádagogik'' bzw. darauf aufbauend den 
Grad eines “Doktors der Wissenschaften’’ (Dr. sc. pad.) zu erwerben.12) 

Bewährten Lehrern kann der Titel ‘‘Oberlehrer’’, ‘‘Studienrat’’, “Oberstudien= 
rat” und ‘‘Professor’’ verliehen werden.13) 
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DAS BILDUNGSSYSTEM DER 
SOZIALISTISCHEN FODERATIVEN REPUBLIK JUGOSLAWIEN (SFRJ) 


Allgemeine Charakteristik des Bildungssystems 

Grundlage des jetzigen Bildungssystems der SFR Jugoslawien ist das “Allgemeine 
Gesetz über das Schulwesen'' aus dem Jahre 1958 bzw. der überarbeitete Text 
dieses Gesetzes aus dem Jahre 1964. Das Bildungssystem stellt eine Einheit der Er- 
ziehungs- und Bildungseinrichtungen von der Vorschulerziehung über die achtklas- 
sige Grundschule und die weiterführenden Schulen bis zur Hochschule und Er- 
wachsenenbildung dar. Neben Einheitlichkeit kennzeichnet Elastizitat dieses Bil- 
dungssystem, denn es ermóglicht das Nebeneinander verschiedener Schularten 
unterschiedlicher Dauer. Das dritte Kennzeichen dieses Bildungssystems ist sein 
demokratischer Charakter. Es gibt keine privilegierten Schulen. Jeder, der eine 
Schulstufe mit Erfolg abgeschlossen hat, hat die Móglichkeit, seine Ausbildung auf 
einer Schule der nächsthöheren Stufe fortzusetzen. Das vierte Charakteristikum ist 
die Weltlichkeit des Unterrichts. Die Kirche hat keinerlei EinfluB auf das System 
des öffentlichen Unterrichts. Das fünfte Kennzeichen ist die Selbstverwaltung des 
Schulsystems. Die Leitung des Schulwesens ist dezentralisiert und erfolgt getrennt 
von der staatlichen Führung. Die Schulen werden auf der Grundlage der Gesetze 
und Bestimmungen des Staates von den Ráten der Schulen geleitet, in denen Ver- 
treter der Schule, der Einwohnerschaft und der Schüler bzw. der Studenten mitar- 
beiten. 

Das Erziehungs- und Bildungssystem der SFR Jugoslawien umfaBt Vorschulein- 
richtungen, Grundschulen, Gymnasien und Fachschulen, die hôheren und Hoch- 
schulen, Kunstakademien und Universitäten, sowie andere Bildungseinrichtungen 
wie Schulzentren, die verschiedenen Erwachsenenbildungsstätten, die Zentren zur 
Ausbildung der Arbeiter, die Arbeiter- und Volksuniversitäten usw. 

Die verbindliche allgemeinbildende Erziehung und die fachliche Ausbildung 
physisch bzw. psychisch gestúrter Kinder erfolgen in Sonderschulen. Den Vorschul- 
kindern stehen Kindergárten, Kinderwochenheime, Kinderspielstátten, Kinder- 
tagesstátten und andere Einrichtungen zur Verfügung. Der Besuch der achtjährigen 
allgemeinbildenden Grundschule ist für alle Kinder zwischen dem 7. und 15, Lebens- 
jahr verbindlich, Jugendliche, die die Grundschule mit Erfolg abgeschlossen haben, 
können unter gleichen Bedingungen auf ein Gymnasium, eine Fachschule bzw. in 
eine andere entsprechende Bildungseinrichtung aufgenommen werden, wenn für die 
einzelnen Schularten nicht gesetzlich andere Bedingungen für die Aufnahme vorge- 
schrieben sind. Jugendliche, die ein Gymnasium oder eine Fachschule abgeschlossen 
haben, können sich mit dem gleichen Recht unter den vorgeschriebenen Bedin- 
gungen an einer entsprechenden höheren Schule, Universität, Hochschule oder 
Kunstakademie immatrikulieren lassen. Jeder Jugendliche kann ohne entsprechen- 
de Schulausbildung an einer höheren Schule, einer Universität, einer Hochschule 


oder einer Kunstakademie immatrikuliert werden, wenn er im Rahmen der vorge- 


schriebenen Bedingungen und des Lehrplans nachweist, daß er über die Kenntnisse 
sind, um dem Unterricht mit Erfolg zu 


und Fähigkeiten verfügt, die erforderlich 
folgen. 

Die Ausbildung der Lehrer erfolgt an Lehrerbildungsinstituten und 
Akademien. 


Pädagogischen 
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Die Leitung und Verwaltung der Bildungseinrichtungen, das Netz der 
verschiedenen Schulen und die Anzahl der Schüler 

Nach dem bestehenden Gesetz wird die Schule direkt von den Verwaltungsorga- 
nen unter aktiver Beteiligung der Lehrer geleitet. Organe der direkten Schulver- 
waltung (Leitung) sind: der Rat der Schule, der Padagogische Rat und der Direktor 
der Schule. 

Ubergeordnete Leitungsorgane sind die Rate und Sekretariate für Bildung und 
Kultur bei den Gemeinden und in den Republiken, Ihre Befugnisse sind gesetzlich 
festgelegt. Eine fachliche Unterstiitzung erfahren die Schulen durch die Institute 
zur Förderung des Bildungswesens bei den Gemeinden und in den Republiken sowie 
auch von den Kollektiven anderer Schulen der gleichen Stufe. 

Die gesetzgebenden Organe auf dem Gebiet der Bildungspolitik sind die Bildungs- 
und Kulturräte in den Parlamenten der Republiken und des Bundes (Bundes-skup- 
Stina), Der Bundesrat für Bildung und Kultur koordiniert als Organ des Bundes- 
exekutivrates (der Regierung der SFRJ) die Tatigkeit auf diesem Gebiet auf Bun- 
desebene. 

Im Schuljahr 1967/68 wurden in der SFR Jugoslawien 2921 607 Schiiler an 
14097 Grundschulen, 180303 Schiiler an 399 Gymnasien und 148 438 Schiiler 
an 393 Berufsschulen unterrichtet. An 545 Technischen und Fachschulen studier- 
ten 196 402 Studenten; an 97 Fakultäten der Hoch- und Höheren Schulen waren 
119045 Studenten immatrikuliert. 


Charakter und Bedeutung der Lehrpläne der allgemeinbildenden Schulen 

Allgemeinbildende Schulen sind die Grundschulen und die Gymnasien. Die 
Lehrpläne für die Grundschulen werden in den Republiken auf der Grundlage 
eines Rahmenlehrplans, der für die gesamte Republik einheitlich ist, aufgestellt. 
Fester Bestandteil des Lehrplans der Grundschule in allen acht Klassen sind: 
Muttersprache, Mathematik, Körpererziehung und Gesundheitslehre sowie Kunst- 
und Musikerziehung. Von der 5. bis zur 8. Klasse besteht die Möglichkeit zum 
Erlernen einer Fremdsprache (Russisch, Englisch, Deutsch oder Französisch). 
Grundlagen für die allgemeine technische Ausbildung werden in den Klassen 4 bis 
8 vermittelt. In der 7. und 8. Klasse wird das Unterrichtsfach “Grundlagen der 
sozialistischen Moral’’ unterrichtet. 

Es gibt drei Typen von Gymnasien: die allgemeinbildenden Gymnasien mit einem 
einheitlichen Lehrplan für alle Schüler, die “gemischten’’ Gymnasien, mit einem 
gesellschaftlich-sprachlichen und einem naturwissenschaftlich-mathematischen 
Zweig und "spezialisierte'" Gymnasien mit speziellen berufs-orientierten Praktika 
für Schüler, die nach Schulabschluß in den Beruf gehen móchten. 


Das System dey Forschungseinvichtungen 

Dem allgemeinen Gesetz über die Organisation der Forschung entsprechend er- 
folgt die Forschung in der SFR Jugoslawien an den Universitäten, in wissenschaft- . 
lichen Instituten, besonderen Forschungs-, Studien- und anderen Einrichtungen |; 
sowie im Rahmen anderer Org anisationsformen wissenschaftlicher Arbeit. In Jugo- 
slawien gab es 1966 ingesamt 871 wissenschaftliche Institutionen und (Forschungs-) 
Einheiten, die sich mit wissenschaftlicher Forschung befaßten. 

Die Forschung wird vom; Bundesrat für die Koordinierung wissenschaft- 
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licher Arbeit, vom Bundesfonds für die Finanzierung wissenschaftlicher Arbeit sowie 
von den entsprechenden Republiksraten und -fonds unterstützt und gelenkt. 


Wissenschaftliche Grade und ihre Erlangung 

Die wissenschaftlichen Grade in Jugoslawien sind die des Magisters und des 
Doktors der Wissenschaften. 

Der Grad eines Magisters der Wissenschaften wird am Abschluß der dritten Stufe 
des Studiums an den Universitäten erlangt. Das Studium der dritten Stufe dauert 
mindestens ein Jahr und wird stets als selbständige Einheit durchgeführt. 

Der Grad eines Doktors der Wissenschaften kann kraft Gesetzes von den Uni- 
versitäten, Hochschulen und den selbständigen wissenschaftlichen Einrichtungen, 
an denen ein Studium der dritten Stufe durchgeführt wird, verliehen werden. Den 
Grad eines Doktors der Wissenschaften können Personen mit abgeschlossenem 
Hochschulstudium der zweiten Stufe erlangen, die über entsprechende wissenschaft- 
liche Veröffentlichungen verfügen, die sich durch hohe fachliche Qualitäten be- 
stimmte Verdienste erworben oder wissenschaftliche Ergebnisse in die Praxis 
umgesetzt haben, wobei sie jedoch mindestens mit Erfolg eine mit "befriedigend" 
bewertete Dissertation verteidigen müssen. 
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Allgemeine Charakteristik des Bildungssystems 

Im Laufe der Reformen, die entsprechend dem Statut vom 15. Juli 1961 “Uber 
die Entwicklung des Bildungs- und Erziehungssystems’’ durchgefiihrt wurden, 
bildete sich in Polen ein einheitliches Schulsystem heraus, das eine achtjahrige all- 
gemeine Grundausbildung als Minimum und die Méglichkeit der Weiterbildung in 
den verschiedenen Typen des weiterführenden Schulwesens für alle Kinder garan- 
tiert. Durch die Grundausbildung in der einheitlichen, achtklassigen, allgemeinbil- 
denden Schule kann sich jeder Absolvent dieser Schule um die Aufnahme in eine 
von ihm selbst gewählte Mittelschule bewerben, zum Beispiel in ein allgemeinbil- 
dendes Lyzeum oder irgendeine Berufsschule. Es gibt Berufsschulen, die zugleich 
mit der beruflichen Spezialisierung eine vollständige mittlere Allgemeinbildung ver- 
mitteln, die für die Weiterbildung in jeder Art der höheren Schulen unerläßlich ist, 
sowie Berufsgrundschulen (zasadnicza szkola zawodowa), die nur eine unvollständige 
mittlere Bildung vermitteln. Aber auch die Absolventen der Berufsgrundschulen, 
in denen die Allgemeinbildung in nicht vollständiger Form vermittelt wird, können 
in besonders für sie eingerichteten Berufstechnika das Abitur erwerben. Man ging 
auch dazu über, für diese Absolventen verschiedene allgemeinbildende Lyzeen ein- 
zurichten, die es ihnen ermöglichen, ihre Mittelschulbildung in kürzerer Zeit zu 
vervollständigen. Alle begabten und lernwilligen Abgänger der Grundschule haben 
also die Chance, wenigstens die mittlere Reife zu erlangen - ohne Rücksicht darauf, 
ob sie das allgemeinbildende Lyzeum oder irgendeinen Typ der Berufsschulen 
wählen. 


Die Grundschule 


Im Schuljahr 1968/69 gab es 26 563 Grundschulen. Bisher wurden in diesen 
Schulen 5 603 959 Kinder im Alter von 7 bis 15 Jahren ausgebildet, das sind etwa 
99% der Kinder dieser Altersstufe. 

Der Unterricht in den Grundschulen erfolgt nach einheitlichen Lehrplänen, die 
vom Ministerium für Bildung und Hochschulwesen aufgestellt worden sind. Nur der 
Unterricht für Kinder, die besonderer Betreuung bedürfen (Kinder mit organischen 
und psychischen Schäden), erfolgt nach entsprechend modifizierten Lehrplänen. Die 
Ausbildung dieser Kinder wurde im Schuljahr 1967/68 in 458 Spezialgrundschulen 
und 449 Spezialklassen an normalen Grundschulen durchgeführt. Die Anzahl dieser 
Schüler betrug bisher 78 253. 

Die Grundschulen — sowohl die normalen Schulen als auch die Spezialschulen — 
unterstehen ausnahmslos dem Ministerium für Bildung und Hochschulwesen, das 
die Aufsicht über Kuratorien der Schulbezirke und Abteilungen für Bildungswesen 
bei den Kreis- und Stadträten ausübt. 


Die Mittel- Fach- und Hochschulen 


Im Bereich der Mittelschulen gab es im Schuljahr 1968/69 861 normale und 7 
spezialisierte allgemeinbildende Lyzeen, 2558 Berufslyzeen und Berufstechnika, 
65 mittlere Kunstschulen und 3 999 Berufsgrundschulen für Nichtwerktätige sowie 
911 Technika und 1 866 Berufsgrundschulen für Werktätige. 

Der Unterricht an den allgemeinbildenden Lyzeen erfolgt grundsätzlich nach ein- 
heitlichen Lehrplänen, wobei die Lehrpläne der Berufsgrundschulen, der Technika 
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und der anderen Berufsmittelschulen je nach Richtung der beruflichen Spezialisie- 
rung voneinander abweichen. Auch diese Lehrpläne wurden vom Ministerium für 
Bildung und Hochschulwesen aufgestellt, dem über die Kuratorien der Schulbezirke 
auch die allgemeinbildenden Lyzeen und die Mehrzahl der Berufsschulen unter- 
stehen. Ein Teil der Berufsschulen untersteht jedoch den Organen fiir Wirtschaft 
und Dienstleistungen, wahrend die Kunstmittelschulen dem Ministerium fiir Kultur 
und Kunst unterstellt sind. 

Den Unterschieden der Bildungsgänge entsprechend sind im Mittelschulwesen 
auch die Ausbildungszeiten unterschiedlich. In den Lyzeen beträgt die Ausbildungs- 
dauer 4 Jahre, in den Berufsgrundschulen 2 bis 3 Jahre, in den normalen Berufs- 
technika 4 bis 5 Jahre und in den Technika und Lyzeen fiir die Absolventen der 
Berufsgrundschulen 3 Jahre. 

Im Schuljahr 1968/69 betrug die Anzahl der Schiiler an den Lyzeen 446 317, an 
den Berufsgrundschulen 692 348, an den Technika und Berufslyzeen 831 457 und 
an den mittleren Kunstschulen 12 500. 

Die Erweiterung des Mittelschulwesens erfordert die Anpassung dieses Bereichs 
des Schulsystems an die Fahigkeiten und Interessen der Jugendlichen einerseits 
sowie an die Bediirfnisse der sich entwickelnden Volkswirtschaft und Kultur an- 
dererseits. Zu diesem Zweck wurden in den allgemeinbildenden Lyzeen Arbeitsge- 
meinschaften und Klassen geschaffen, in denen einige Fächer nach einem erweiter- 
ten Lehrplan fakultativ unterrichtet werden. In der Klasse IV des Lyzeums sind 
für den fakultativen Unterricht in bestimmten Fächern vier Stunden wöchentlich 
vorgesehen. Dieser Unterricht wird für verschiedene Fächergruppen organisiert: 
für die humanistischen, die mathematisch-physikalischen, die naturwissenschaft- 
lich-chemischen, die geographisch-ökonomischen und die sprachwissenschaftlichen 
Fächer. Aber die Wahl dieser Unterrichtsstunden grenzt die Möglichkeit einer 
Weiterbildung an Hochschulen nicht ein. Jeder Absolvent eines allgemeinbildenden 
Lyzeums bzw. eines Berufslyzeums oder Technikums hat das Recht, sich nach 
Erwerb des Abiturs um die Aufnahme in einer von ihm selbst gewählten Fachrich- 
tung an Fach- (szkoly pomaturalne) und Hochschulen zu bewerben. Die Immatriku- 
lation erfolgt nach erfolgreich abgelegter Aufnahmeprüfung. 

An Ausbildungsstätten mit einem Überschuß an Bewerbern mit sehr guten Auf- 
nahmeprüfungsergebnissen hat die Auswahl für das Studium den Charakter eines 
Wettbewerbs. Bei gleichen Prüfungsergebnissen werden Jugendliche aus Arbeiter- 
und Bauernfamilien bevorzugt. 

Durch dieses Auswahlverfahren können etwa 50%, aller Bewerber für das Hoch- 
schulstudium angenommen werden. Im Jahre 1968 meldeten sich 139 385 Studien- 
bewerber, es konnten jedoch nur 66 198 aufgenommen werden. Im Studienjahr 
1968/69 betrug die Zahl der Studenten an den Hochschulen 305 561. 

Neben den Hochschulen mit 4 bis 54jahriger Studiendauer gibt es Fachschulen 
mit einer Studiendauer von 2 bis 3 Jahren. Im Schuljahr 1968/69 gab es 435 dieser 
Schulen, in denen etwa 100 000 Studenten ausgebildet wurden. Die Absolventen 
dieser Schulen erhalten nach der Diplomprüfung Berufszeugnisse, die zur Aufnahme 
einer Tätigkeit berechtigen, die mit der Richtung der beruflichen Spezialisierung 
übereinstimmt. Sie kénnen ihre Ausbildung jedoch durch ein Hochschulstudium 
weiter vervollständigen. 


Akademische Grade 
Das vollständige Hochschulstudium wird mit dem Magisterexamen abgeschlossen, 
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an dem nur Studenten teilnehmen kénnen, die eine als wissenschaftliche Abhand- 
lung anerkannte Magisterarbeit schreiben. 

Der Erwerb des Titels eines Magisters berechtigt zur Fortsetzung der wissen- 
schaftlichen Tätigkeit, in deren Verlauf - aufbauend auf der Dissertation und dem 
Gesamtniveau des erworbenen Wissens sowie den Ergebnissen besonderer Priifun- 
gen — der Grad des wissenschaftlichen Doktors erworben werden kann. Zur beruf- 
lichen Tâtigkeit in einer wissenschaftlichen Stellung ist die Habilitation erforder- 
lich. Der habilitierte Wissenschaftler erhält den Titel “Dr. habil”. 

Den Grad des wissenschaftlichen Doktors und des “Dr. habil.” können alle 
Wissenschaftler erlangen — unabhängig davon, ob sie an wissenschaftlichen Insti- 
tuten arbeiten oder nicht. Nur ein Teil derer, die promovieren wollen, treten in eine 
vierjährige ‘‘Doktorantur’’ ein, die an Hochschulen und wissenschaftlichen Insti- 
tuten durchgeführt wird. Die Mehrzahl promoviert jedoch während der beruflichen 
Arbeit. 

Die Habilitation ist in der Regel das Ergebnis einer selbständigen wissenschaft- 
lichen Arbeit. In beiden Fällen sind dazu positive Beurteilungen der Professoren 
notwendig, die Fachleute auf dem entsprechenden Gebiet sind und durch den Wis- 
senschaftlichen Rat der Fakultät bzw. des Institutes der Hochschule dazu berufen 
wurden, eine Bewertung der Verteidigung und des Gesamtbildes des Bewerbers zu 
übernehmen. 

Die Erlangung des wissenschaftlichen Grades eines “Dr. habil.” ermöglicht 
die Übernahme einer Stelle als etatmäßiger Dozent an einer Hochschule oder eines 
selbständigen wissenschaftlichen Mitarbeiters an einem Forschungsinstitut. 
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DAS VOLKSBILDUNGSWESEN DER SOWJETUNION (UDSSR) 


Allgemeine Charakteristik des Volksbildungswesens 


Alle Einrichtungen des Volksbildungswesens in der UdSSR sind staatlich, sie 
werden vom Staat eingerichtet, unterhalten und geleitet. Dadurch ist es möglich, 
die Bildung und Erziehung der Kinder, Jugendlichen und Erwachsenen im Interesse 
der Gesellschaft so effektiv wie möglich durchzuführen. Der Zufall bei der räumli- 
chen Verteilung und Unterhaltung der Bildungseinrichtungen ist ausgeschaltet, 
und ein einheitlicher Bildungsinhalt sowie die planmäßige Leitung des Bildungs- 
und Erziehungsprozesses sind gewährleistet. Der staatliche Charakter des Volks- 
bildungswesens erfordert die umfassende Einbeziehung der verschiedenen gesell- 
schaftlichen Organisationen — Partei, Komsomol, Gewerkschaft — in die Organisation 
und Leitung der Bildungs- und Erziehungsarbeit. Alle Einrichtungen des Volks- 
bildungssystems sind durch ein gemeinsames Ziel verbunden: sie streben danach 
“allseitig entwickelte Erbauer der kommunistischen Gesellschaft” heranzubilden. 

Alle Bildungseinrichtungen in der UdSSR sind allen zugänglich. Ihr Besuch ist 
kostenlos. Das verzweigte und sich ständig erweiternde Netz der Schulen, die 
Schulgeldfreiheit auf allen Stufen, das System der staatlichen Stipendien für die 
Schüler der Ober- und Berufsschulen sowie für die Studenten der Fach- und Hoch- 
schulen sind wirksame Voraussetzungen dafür. Jeder dritte Bürger der UdSSR 
nimmt in irgendeiner Form an der Aus- und Weiterbildung teil. 


Die allgemeinbildende Schule 

Grundlage des Volksbildungssystems ist die allgemeinbildende Schule. Sie ist 
eine Einheitsschule. Ihr Besuch ist obligatorisch. Bis 1970 soll im wesentlichen der 
Übergang zur allgemeinen obligatorischen Oberschulbildung in der Zehn-(Elf-) 
klassenschule vollzogen sein. Die allgemeine und obligatorische Oberschulbildung 
wird durch das dichte Netz allgemeinbildender polytechnischer Arbeitsschulen 
sowie der Abendschulen und Einrichtungen für das Fernstudium und durch die 
Kombination der beruflichen mit der allgemeinen Bildung verwirklicht. 

Im Schuljahr 1974/75 soll in den sowjetischen Schulen der Übergang zu neuen 
Stundentafeln und Lehrplänen abgeschlossen werden. Dazu werden neue, den ver- 
änderten Bildungsinhalten angemessene Lehrbücher entwickelt, ein neues System 
der Unterrichtsmittel ausgearbeitet, und die Lehrer werden im notwendigen Um- 
fang auf den Unterricht nach den neuen Lehrplänen vorbereitet. Die Einführung 
der neuen Stundentafeln und Lehrpläne ermöglicht es, den Inhalt des Schulunter- 
richts dem modernen Entwicklungsstand von Wissenschaft, Technik und Kultur 
anzupassen, die beste Lösung für die im Hinblick auf Form und Inhalt der Vorbe- 
Teitung der Schiiler auf die Arbeit bestehenden Probleme zu finden, die Belastung 
der Schüler mit Lernarbeit auf ein Normalmaß zu reduzieren sowie die Mängel und 
Lücken in den Kenntnissen der Schüler zu überwinden. 

In der UdSSR besteht eine strikte Trennung von Schule und Kirche. » 

Alle Vólker und Nationalitäten der UdSSR genieBen das gleiche Recht auf Bil- 
dung. Es wird gewährleistet durch den gleichmäßigen Ausbau der Schulen aller 
Typen in allen Unions- und autonomen Republiken, den nationalen Gebieten, Be- 
zirken und Rayons. Der Schulunterricht wird in der Muttersprache durchgeführt, 
wobei alle Bürger unabhängig von ihrer Nationalität das Recht genießen, die Un- 
terrichtssprache frei zu wählen. Im Schuljahr 1966/67 wurde in den Schulen der 
UdSSR in 57 verschiedenen Sprachen unterrichtet.) 
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In allen Typen und auf allen Stufen der sowjetischen Schule — von der Grund- 
schule bis zur Hochschule - wird die Ausbildung in enger Verbindung mit dem Leben 
der Gesellschaft und unter Einbeziehung der Schüler in die gesellschaftlich-nütz- 
liche, produktive Arbeit des Volkes zum Aufbau des Kommunismus durchgeführt. 

Die Vorschuleinrichtungen in den Städten befriedigen praktisch vollständig die 
Nachfrage der Bevölkerung. Ein System der gesellschaftlichen Vorschulerziehung 
wird auf dem Lande verstärkt aufgebaut. Die Kindergärten und -krippen erfassen 
die Kinder zwischen 1 und 7 Jahren. 1968 gab es in der UdSSR 72 100 dieser Ein- 
richtungen mit 6 782 000 Kindern und 437 000 Erzieherinnen. 

Die allgemeinbildende Schule der UdSSR umfaßt zwei Bildungsetappen: die 
Achtklassenbildung und die Zehnklassen- oder Oberschulbildung. Die Schule er- 
faBt die gesamte junge Generation, sie vermittelt Kenntnisse über die Grundlagen 
der Wissenschaften, entwickelt eine wissenschaftliche materialistische Weltan- 
schauung und bereitet die Jugend auf das Leben vor. Insgesamt gab es im Schul- 
jahr 1966/67 in der UdSSR 210 000 Schulen (Achtklassen-, Ober-, Abendschulen 
und Schulen der Arbeiter- und Bauernjugend), an denen 48 170 000 Schüler unter- 
richtet wurden. Die allgemeinbildende Schule entwickelte sich als polytechnische 
Arbeitsschule. Der Besuch der Achtklassenschule ist obligatorisch. 1967 absolvierten 
4,3 Millionen Jugendliche die Achtklassenschule. Die neun- und zehn-(elf-)klassige 
Oberschule ist der Hauptweg, der zum Abitur und zu einer polytechnischen Aus- 
bildung der Absolventen der Achtklassenschule führt. Im Schuljahr 1965/66 gab 
es 31 900 Oberschulen in der UdSSR. 1967 erhielten 2,7 Millionen Schüler das Reife- 
zeugnis. 

Für den Ausbau der gesellschaftlichen Erziehung neben der allgemeinbildenden 
Normalschule besteht ein Netz von Internatsschulen (vorwiegend Achtklassen- 
schulen) und Tagesschulen, in denen 1966 rund 4 Millionen Schiiler unterrichtet 
wurden. Für gesundheitsgefährdete Kinder sind Waldsanatorien und Schulen, 
gekoppelt mit Erholungsheimen, geschaffen worden. In all diesen Schultypen wird 
nach denselben Stundentafeln und Lehrplänen wie in der Normalschule unter- 
richtet. Für Kinder mit besonderen Interessen auf einzelnen Gebieten (Mathe- 
matik, Physik, Chemie) sind Spezialschulen eingerichtet worden, in denen einer- 
seits nach den Lehrplänen der allgemeinbildenden Schule gearbeitet, anderer- 
seits ein verstärkter Unterricht in einzelnen charakteristischen Fächern erteilt wird. 
Zu den allgemeinbildenden Schulen gehören auch Einrichtungen, in denen eine 
Reihe von Unterrichtsfächern in einer Fremdsprache erteilt werden. Schließlich 
gibt es Sonderschulen für Kinder mit psychologischen Schädigungen (für Sehge- 
schädigte, Gehörgeschädigte und Schwachsinnige), die ebenfalls allgemeinbildende 
Schulen sind. 

Für Absolventen der Achtklassenschule, die in einem Volkswirtschaftszweig ar- 
beiten, ist ein Netz von Abend-(Schichtschluß-)schulen und allgemeinbildenden 
Fernschulen geschaffen worden. Im Schuljahr 1966/67 gab es 21 900 solcher Schulen 
mit 464000 Schülern. In den Abend-(Schichtschluß-)schulen wird auch vielen 


Schülern der berufsbildenden Lehranstalten eine Oberschulbildung bis zum Abitur 
vermittelt. 


Berufsbildende Lehranstalten 


Die planmäßige Ausbildung von Facharbeitern für alle Zweige der Volkswirt- 
schaft erfolgt über die berufsbildenden Lehranstalten, in die Absolventen der 
Achtklassenschule aufgenommen werden. 1966 gab es in der UdSSR 4 790 Berufs- 
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schulen und andere Einrichtungen der Berufsausbildung, an denen 1 961 000 junge 
Menschen ausgebildet wurden. Neben den berufsspezifischen Fächern werden hier 
auch allgemeinbildende Fächer gelehrt (Geschichte, Asthetik). In letzter Zeit ver- 
mitteln viele dieser Lehranstalten neben der Fachausbildung für einen Beruf auch 
eine Allgemeinbildung, die der der erweiterten Oberschule entspricht und mit der 
Reifeprüfung abschließt. Die Schüler der berufsbildenden Lehranstalten erhalten 
auf Staatskosten Essen, Kleidung, Internatsunterkunft und kostenlose Fahrt auf 
den städtischen Verkehrsmitteln. Für die von ihnen im Rahmen des Produktions- 
praktikums hergestellte Produktion erhalten sie Lohn. 

In den mittleren Fachschulen (Technika, berufsbildende Lehranstalten) erhalten 
die Schüler neben einer abgeschlossenen Oberschulbildung eine praktische und 
theoretische Ausbildung in einem bestimmten Beruf. In der Sowjetunion gab es im 
Schuljahr 1966/67 3 890 mittlere Fachschulen, an denen 3 994 000 Jugendliche 
ausgebildet wurden. 

Für die Schüler, die nach Abschluß der Achtklassenschule in eine mittlere berufs- 
bildende Lehranstalt (Fachschule) gehen, beträgt die Ausbildungszeit 3-4 Jahre, 
für Schüler mit Abitur 2-3 Jahre, 


Die Hochschuleinrichtungen 

In die Hochschuleinrichtungen — Universitäten, Polytechnische und Spezial- 
institute — werden Jugendliche aufgenommen, die eine abgeschlossene Oberschul- 
bildung oder eine Fachschulausbildung nachweisen können. Im Schuljahr 1966/67 
gab es in der UdSSR 767 Hochschulen, an denen 4 123 000 Studenten studierten, 
davon 1 740 000 im Direktstudium. Die Studenten der Hochschulen erhalten (wie 
die der Fachschulen) ein staatliches Stipendium. Eine bedeutende Entwicklung 
haben in der UdSSR das Abend- und Fernstudium sowie die mittlere Spezialaus- 
bildung erfahren. In 5-6 Studienjahren an der Hochschule erhalten die Studenten 
auf diese Weise eine Ausbildung in Spezialfächern und in den allgemeinbildenden 
Disziplinen, wie Philosophie, Politische Ökonomie und einer Fremdsprache, und 
werden zu Spezialisten mit einer breit angelegten Grundbildung ausgebildet. 


Akademische Grade 

Für Personen, die wissenschaftliche Arbeit leisten, sind in der UdSSR die wissen- 
schaftlichen Grade eines Doktors und eines Kandidaten der Wissenschaften ge- 
schaffen worden. Am 1. Januar 1967 hatten 16 600 Personen den Grad eines Dok- 
tors der Wissenschaften und 152300 Personen den Grad eines Kandidaten der 
Wissenschaften erworben.2) Der wissenschaftliche Grad eines Kandidaten der 
Wissenschaften wird Personen zuerkannt, die eine abgeschlossene Hochschulbildung 
besitzen, die Kandidatenprüfung (in einem Fach, in Philosophie und in einer Fremd- 
Sprache) bestanden und öffentlich eine Dissertation verteidigt bzw. entweder wis- 
senschaftliche Arbeiten veröffentlicht, Entdeckungen und Erfindungen gemacht 
oder ein Lehrbuch ohne Mitautoren geschrieben haben. Der wissenschaftliche 
Grad eines Doktors der Wissenschaften wird Personen zuerkannt, die den wissen- 
schaftlichen Grad eines Kandidaten der Wissenschaften oder den Titel Professor 
innehaben und öffentlich eine der oben genannten Arbeiten (Dissertation usw.) 
auf dem Niveau der Anforderungen verteidigt haben, die an Doktordissertationen 
gestellt werden: Es muß eine Arbeit sein, die theoretische Verallgemeinerungen und 
die Lösung eines bedeutenden wissenschaftlichen Problems darstellt. Sie muß ein 
wesentlicher Beitrag für die Wissenschaft und Praxis sein. Die Dissertation (oder 
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andere Arbeit) zur Anerkennung des wissenschaftlichen Grades eines Kandidaten 
der Wissenschaften muB neue wissenschaftliche und praktische SchluBfolgerungen 
und Empfehlungen enthalten, die die Fahigkeit des Bewerbers erkennen lassen, 
selbstandig eine wissenschaftliche Forschungsarbeit durchzufiihren und theoretische 
Kenntnisse auf dem Gebiete des betreffenden Faches nachweisen. 


ANMERKUNGEN 


1) Sojuz Sovetshich socialisticeskich respublik 1917-1967. (Die Union der Soziali- 
stischen Sowjetrepubliken 1917-1967), Abschnitt “Kulturnoe stroitel'stvo” (“Kul- 
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DAS SYSTEM DES UNTERRICHTSWESENS 
DER UNGARISCHEN VOLKSREPUBLIK 


Charakteristik des Unterrichtswesens 

Die Verfassung der Volksrepublik Ungarn garantiert jedem ungarischen Bürger 
ohne Rücksicht auf Nationalität, Glauben und Geschlecht das gleiche Recht auf 
Bildung. Für Kinder im Alter von 6 bis 16 Jahren schreibt das Gesetz die Schul- 
pflicht vor. Schüler im Alter von 6 bis 14 Jahren sind verpflichtet, die allgemein- 
bildenden Schulen zu besuchen, an denen der Unterricht kostenlos erfolgt. Nach 
Vollendung des 14. Lebensjahres steht den Jugendlichen das System der Mittel- 
Schulen offen. Schüler, die bis zu ihrem 14. Lebensjahr die allgemeinbildende Schule 
nicht erfolgreich abschließen können, sind verpflichtet, bis zu ihrem 16. Lebensjahr 
die Schule auch weiterhin zu besuchen. Jugendliche, die nach Abschluß der allge- 
meinbildenden Schule nicht weiterlernen wollen, besuchen bis zu ihrem 16. Lebens- 
jahr die Weiterbildungsschule. 

Das ungarische Schulsystem hat einen offenen Charakter, das heißt, es gibt keine 
Lehreinrichtung, von der aus man nicht in eine hóhere übergehen kann. Die allge- 
meinbildende Schule gewährleistet eine einheitliche Grundausbildung, ihr erfolg- 
reicher AbschluB berechtigt zur Bewerbung an jeder Mittelschule. Der Besuch der 
Mittelschule ist ebenfalls kostenlos. Nach erfolgreichem AbschluB der Mittelschule 
ist jeder Schüler berechtigt, sich an einer Hochschuleinrichtung zu bewerben. Das 
Hochschulstudium ist im Prinzip kostenlos, das heißt, die minimalen Kosten werden 
stark durch Zuwendungen kompensiert. Die überwiegende Mehrzahl der Bildungs- 
einrichtungen ist staatlich. 

Alle allgemeinbildenden Schulen sind staatlich, bei Mittelschulen und Hoch- 
schulen gibt es eine den Vereinbarungen entsprechende Anzahl kirchlicher Art. Die 
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Anzahl der kirchlichen Mittelschulen befriedigt den Bedarf der Priester-Hoch- 
schulen. Schüler, die kirchliche Mittelschulen besuchten, sind vollauf berechtigt, 
sich an staatlichen Hochschuleinrichtungen zu bewerben. Die Hochschuleinrich- 
tungen für die Priester-Ausbildung, die theologischen Akademien, sind autonom. 

Das Unterrichtssystem läßt keine Diskriminierung zu. Kinder der deutschen, 
slowakischen, siidslawischen und rumänischen Bevólkerungsgruppen können all- 
gemeinbildende und Mittelschulen ihrer Muttersprache besuchen, 

In der Volksrepublik Ungarn gibt es keine Privatschulen. 


Aufbau und Leitung des Unterrichtswesens 

Grundlage des Unterrichtswesens der Volksrepublik Ungarn sind die vom Parla- 
ment erlassenen Gesetze bzw. die durch den Ministerrat erlassenen rechtskräftigen 
Verordnungen. Die wichtigste Ergänzung zu dem gegenwärtig geltenden Grund- 
gesetz Nr. III aus dem Jahre 1961 ist die Verordnung Nr. 24 aus dem Jahre 1965. 

Die Einrichtungen des Unterrichtswesens werden von der Regierung der Volks- 
republik Ungarn geleitet. Der Minister für das Bildungswesen ist Mitglied der 
Regierung, ihm untersteht das Ministerium für Bildungswesen. Die örtlichen Orga- 
ne (die Räte der Hauptstadt, der Bezirke, der Bezirksstädte, der Kreise, der Städte 
und Dörfer) führen entsprechend den örtlichen Bedingungen die zentralen Weisun- 
gen durch. Für die Leitung des Unterrichtswesens sind demokratischer Zentralismus 
und große Dezentralisierung charakteristisch. So unterstehen ausnahmslos die 
allgemeinbildenden Schulen dem Ministerium für Bildungswesen, ein bedeutender 
Teil der Mittelschulen jedoch den verschiedenen Fachministerien. Die Koordinie- 
rung wird durch den staatlichen Rat für das Unterrichtswesen gewährleistet, dessen 
Vorsitzender der Minister für das Bildungswesen ist und dessen Mitglieder die Leiter 
der zuständigen Fachministerien sind. Ein bedeutender Teil der Hochschulen unter- 
liegt ebenfalls der Aufsicht durch die Fachministerien. 

Kinder im Alter von 3 bis 6 Jahren können den Kindergarten besuchen. Die Er- 
ziehung im Kindergarten erfolgt nach festgelegten Plänen. 

Der Besuch des Kindergartens ist kostenlos. 

Die allgemeinbildende Schule umfaßt 8 Klassen. Zu einem Jahrgang gehören 140 
bis 200.000 Schüler. Die Lehrer der unteren Klassen erhalten ihre Ausbildung 
im Rahmen einer dreijährigen Hochschullehrerbildung. In den Klassen 5 bis 8 der 
allgemeinbildenden Schulen beginnt der Fachunterricht, Hier unterrichten Lehrer, 
die nach dem Abitur ein vierjähriges Studium an der Hochschule für Lehrerbildung 
absolviert haben, y 

Die Arbeit der allgemeinbildenden Schulen wird von ihren Direktoren geleitet, 
die den örtlichen Organen des Volksbildungswesens unterstehen. Schwer erziehbare 
oder behinderte Kinder werden von speziell ausgebildeten Fachlehrern in Hilfs- 
schulen oder heilpädagogischen Schulen unterrichtet. Y 

Nach Abschluß der allgemeinbildenden Schule besuchen ca. 70 000 Schüler, also 
die Hälfte, Mittelschulen. Schiiler, die nicht zur Mittelschule gehen, erhalten am 
Arbeitsplatz eine Fachausbildung. Die Ausbildung an der Mittelschule dauert 4 
Jahre. Die Mittelschulen untergliedern sich in zwei Haupttypen: die Gymnasien 
und die Fachmittelschulen. S à 

Die Hauptzielsetzung der Gymnasien besteht neben der Allgemeinbildung in der 
Vorbereitung auf die Hochschuleinrichtungen. Die Anzahl der Gymnasiasten be- 
trägt pro Jahr durchschnittlich 35 000. Die Ausbildung der an den Gymnasien 
unterrichtenden Fachlehrer erfolgt an den Universitäten und dauert 5 Jahre. 
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Die vierjährige Ausbildung einer Fachmittelschule bietet neben einer modernen 
Allgemeinbildung und einer mittleren Fachausbildung, eine Ausbildung in dem ent- 
sprechenden Fachgebiet vom unmittelbaren ArbeitsprozeB bis zur Lenkung von 
Teilprozessen. Sie befähigt zur Leitung bestimmter, mittlerer Arbeitsbereiche und 
bereitet ein Weiterstudium an Hochschulen vor. Die Zahl der Schüler an Fachmit- 
telschulen beträgt ca. 30 000. 


Der Charakter der Lehrpläne allgemeinbildender Schulen 

Sämtliche Lehrpläne haben eine einheitliche Zielsetzung : die Erziehung zur dialek- 
tischen materialistischen Weltanschauung. Die Lehrpläne sind für das gesamte 
Land einheitlich und verbindlich. Auf ihrer Grundlage werden Lehrbiicher und 
andere Unterrichtshilfsmittel hergestellt. Der Lehrplan legt zwar verbindlich den 
Stoff des Unterrichtes und seine grundlegenden Aufgaben fest, dem Padagogen ist 
dabei aber in vollem Umfange die methodische Freiheit gewährleistet. 


Das System der wissenschaftlichen Forschungseinrichtungen 

Das höchste Leitungs- und Koordinierungs-Organ der wissenschaftlichen For- 
schung ist die Ungarische Akademie der Wissenschaften. Die Forschungsarbeiten 
auf sämtlichen Gebieten der Wissenschaften werden im Rahmen des staatlichen 
wissenschaftlichen Perspektiv-Forschungsplanes durchgeführt. Die Hauptaufga- 
benbereiche der pädagogischen Forschung sind: die Grundfragen der sozialistischen 
Erziehungswissenschaft, die Kernprobleme der Erziehung der Jugend im sozialisti- 
schen Geist. Die Kommissionen der Ungarischen Akademie der Wissenschaften 
und die zuständigen Organe des Ministeriums nehmen unmittelbar an der Anleitung 
der Forschung teil. Die Forschungsarbeit selbst wird vom Staatlichen Pädagogischen 
Institut in Budapest mit einer Gruppe von ca. 70 Wissenschaftlern, außerdem von 
Mitarbeitern des Psychologischen Instituts der Ungarischen Akademie der Wissen- 
schaften und von Mitarbeitern der Hochschuleinrichtungen durchgeführt. 


Wissenschaftliche Grade 


Die Verleihung wissenschaftlicher Grade wird von der wissenschaftlichen Klassi- 
fizierungs-Kommission der Ungarischen Akademie der Wissenschaften geregelt. Die 
zu erlangenden Grade sind: ‘Kandidat der Erziehungswissenschaften”, “Doktor der 
Erziehungswissenschaften’’, “Korrespondierendes Mitglied der Akademie der Wis- 
senschaften”” und “Ordentliches Mitglied der Akademie der Wissenschaften." Die 
Kandidatenstufe ist im allgemeinen durch eine Aspirantur zu erreichen, die nach 
dreijährigem erfolgreichen Studium mit der Dissertation abschließt. 

Zur Erlangung des Doktor-Grades ist eine neue, auf selbständiger Forschungsar- 
beit beruhende Dissertation einzureichen und zu verteidigen. Die korrespondieren- 
den und ordentlichen Mitglieder der Ungarischen Akademie der Wissenschaften 
werden auf den Tagungen der Akademie der Wissenschaften in geheimer Abstim- 
mung gewählt. 

JÓZSEF SZARKA, Budapest 
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INTRODUCTION ` 


This number of the International Review of Education is our contribution 
to the International Education Year. If the object of this “Year” is to 
persuade governments to spend much larger sums of money on education 
than they otherwise would, then hopes will be disappointed. Whether the 
United Nations calls for an International Education Year or not the funds 
available for education, and the arguments for expenditure at a given level 
or of given kinds, remain much the same. The rational purpose of declaring 

an Education Year is different. It is to focus attention on education and 

its problems, to encourage governments, societies and individuals to take 
stock of the situation, and to bring home the necessity of thinking critical- 
ly and practically about our concepts and our procedures. This is the more 
necessary because in education we tend to indulge in clichés rather than 
principles, to swing with a fashion and not to see our problem steadily and 
as a whole. 

Change can be for the better or for the worse. But change there must be, 
and of two kinds. There must be change in what we teach and in the ways 
we teach it, because our effective environment is changing with every yeat 
that passes. These are changes made necessary in any educational system 
because of factors external to it. But there are also changes that are, so to 
speak, internal to an educational system; and these in turn are of two 
main kinds. The first kind results from growing demand for education - à 
quantitative expansion of which every country in the world is now con- 
scious. The second kind is qualitative: the hope that we will gradually 
come to a better understanding of what a good education is and a better 
understanding of how children and young people (and indeed adults) learn. 

These general principles are world-wide, affecting the more and the less 
developed countries alike, or (if you prefer these terms) the more and the 
less affluent. Hence in this issue of the Review we do not confine ourselves 
to either category. While L. J. Lewis shows the desperate need for change 
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in African countries, and the dreadful difficulty of financing it and of 
supplying the “human capital” that is needed, A. M. Arsen’ev describes 
the significant modifications that are now being made in the secondary 
schools of the Soviet Union. Per Dalin discusses certain theoretical aspects 
of planning for quantitative improvement, and Walter Bühl emphasises 
the need, not merely for central governmental planning for improvement 
but for the mobilisation of the energies of all concerned if this is to be 
achieved. They all make their contributions from different and comple- 
mentary points of view. But there is a particular difference of emphasis, 
perhaps even a disagreement, about which I would like to say a few words, 
if only because the function of the Review is not to supply ready-made 
answers to very difficult questions, but to bring out differences clearly 
and so to invite readers to work out their own conclusions. 

Lewis makes it clear that in his view, although no doubt some ideas 
brought to “developing” countries from outside have been helpful, never- 
theless the “theory” with which future teachers are inflicted during their 
training is often inappropriate and likely to be ill-digested ;fabove all, it 
leads to the neglect of that more strictly professional training which they 
so much need. What the future teachers really need to understand better 
is how the children they will teach in fact learn, and how they can through 
their teaching help them to learn better. You may if you like say that this 
is ”theory”, and of course it is; but it is very different from the kind of 
abstract theorising in which Dalin and Bühl engage. If Lewis is right, 
ought we to tear out these two theoretical articles from all copies of this 
number that go to underdeveloped countries? 

That would be an extreme measure to take, but the suggestion forces us 
to think what we do mean when we speak of a theory in education. Person- 
ally I agree with my London colleague Paul Hirst when he says that in 
education, as in engineering, a theory is not the kind of generalisation in 
abstract form from a large range of particulars that we find in the natural 
sciences, but rather that much less positive thing, a “working theory”: 
that is to say, an examination of concepts and ideas by which we are better 
able to explain to ourselves the nature of a task and the means for ac- 
complishing it successfully. A scientific laboratory is a place highly ab- 
Stracted from the impure world of our environment, whereas educational 
theories should have real children and real schools and real teachers very 
much in mind. In education we are engaged in field work much more than 
laboratory work, and if we borrow uncritically the concepts appropriate to 
More strictly scientific studies we may distort more than we illuminate the 
view. What we have to do is constantly to check our concepts and Pur 
notions against the children, teachers and schools in actual societies. 
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We have suffered in recent years through not doing this. Take the notion 
of “development”, for instance. In the early post-war years this was quite 
unsophisticated, and implied that all would be well if we could transfer 
some technological devices and “know how” to the less affluent countries. 
Then we discovered that a society has to be at a certain stage of readiness 
to absorb such imports, or development will not take place. Economists 
began to discover that social development, and changes in people’s out- 
look, were necessary for economic advance. Then we discovered that 
“human capital” was no less necessary than physical capital. More recent- 
ly we have begun to see that institutional forms and government itself are 
as necessary as the economist’s desiderata. So our concept of “develop- 
ment” has been changing, and our idea of the contribution of education to 
development has been changing pari passu. 

Above all, learning through our mistakes, we have discovered that con- 
text is all-important. C. E. Beeby’s minor classic, The Quality of Edu- 
cation in Developing Countries, showed quite clearly that the working 
theories he had employed in New Zealand were inappropriate in Samoa. 
The old, sterile debate about centralisation and devolution in educational 
administration appeared in a new light: professionally trained and gener- 
ally educated teachers could and should be given a degree of independence 
which would be fatal in a country where most of them were neither trained 
nor educated. In the same way, what might be good working sense in the 
Soviet Union might not work at allin a country with quite different social 
and governmental assumptions. One is driven to the comment that theory 
is useful the less “pure” it is. 

Yet this assertion too could be dangerous in its way. When social an- 
thropologists discovered some decades ago that what was good in one so" 
ciety was held to be bad in another, and yet that each was probably r ight 
in relation to its circumstances, some people rushed in and declared that 
morality was now simply a matter of geography. Of course it is not. Men 
have in common some things wherever and whenever they live, because 
they are human beings. In the same way there are some constants in edu- 
cation, wherever it takes place — if only that a child is a younger person 
than his teachers, with all that that implies. In fact, those who have been 
in schools in a number of different countries are often struck by the degree 
to which, in spite of surface differences, there are underlying patterns 
which they immediately recognise. a 

If in the course of International Education Year we can carry this 
dialectic a little further and get our working theories clearer, while we 
keep our eyes on real children and real schools, it might prove worthwhile 
to have given this year such a title. 

H. L. Erem, London 


GETTING GOOD TEACHERS FOR DEVELOPING COUNTRIES 
by L. J. Lewis, London 


In 1902, Henry Carr in a paper read at the C.M.S. Diocesan Conference 
in Lagos, Nigeria, remarked: 


The primary school teacher is called upon to do in a woefully short time, and with 
a makeshift curriculum, work which is often beyond the efforts and energies of 
secondary school teachers who have time, environment, and other powerful agencies 
as their natural allies. For it must not be forgotten that, in a certain sense, the 
primary school is complete in itself, and not merely a rung on the educational ladder. 
A boy leaving the primary school and seeking employment is expected to possess a 
certain amount of knowledge and character. Considering then the conditions under 
which the work is done, it is of infinitely greater importance that a teacher should be 
a cultivated and highly trained man if he is to serve in a primary school than if he 
has to deal with the more favourably circumstanced pupils who attend the secondary 
school. Indeed, it is hardly too much to say that the inferior teacher may do work 
in the secondary school which in the primary school should be entrusted to none but 
the best.1) 


Sixty-eight years later those remarks still apply in many countries, with 
two caveats: (1) primary school syllabuses are no longer makeshift, and 
(2) the conditions in the secondary schools in many instances are not so 
favourable. In the primary schools, conditions are much worse in many 
respects than they were at the beginning of the century. The reasons for 
this situation are: the extremely rapid expansion that primary education 
has undergone in the last decade and a half, the explosion of knowledge 
and the heightened aspirations of the people, and the change in the status 
of the teaching profession from being relatively prestigious to being a 
“bridge occupation”. 

In the paper already quoted, Henry Carr made explicit the investment 
character of education: 


The pride we take in our country, the laudable ambition to see extended to it the 
advantages possessed by others, the aspiration that it should some day become the 
Sustainer of virtuous civilization, should induce us to make a liberal outlay on public 
education. There can be no better investment of our superfluous wealth, and there 
can be no better means of saving the accumulation of wealth from degradation ... 
With the combined efforts of the missionary societies, the government, the mer- 
chants, and the people, it should be possible to provide a rich endowment in land 
and money which would enable us to train and retrain our teachers, to rouse the 
Schools from a drowsy and impotent routine, and make them become a 
quickening the popular intelligence and raising the culture of the nation.?) 


power for 


Nearly seventy years later these words are of as great import as when 
they were first spoken. During the last twenty-five Years, national govern- 
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ments, international agencies, philanthropic organizations, and affluent 
countries through bilateral agreements have made great efforts to match 
the educational aspirations of the less affluent countries. The quantitative 
expansion of school and college enrolments in most countries has been 
more than creditable. In the field of teacher education there have been a 
variety of special efforts to meet the expanding demand for teachers, 
Teachers’ salaries and emoluments in some countries may be as much as 
five and a half times as great as the average per capita income of a coun- 
try. Yet the general impression of the quality of the educational effort is 
disappointing and the morale of the teaching profession in most countries 
is despairingly low. Of the fundamental importance of the teachers as the 
competent agencies to give education its moving force and as the carriers 
of its executory principle there are few signs of recognition. Individual 
parents recognise the importance of education as a means of satisfying 
their aspirations for their children and often make great individual sacri- 
fices to that end. Politicians and public spokesmen pay lip-service to the 
importance of teaching as a vocation. But teacher training is for the most 
part regarded as a poor alternative to secondary education. The teacher 
trainer is frequently regarded as a poor relation of other university teachers 
and primary teacher training is more often than not regarded as inferior to 
teaching in a secondary school. 

Despite the continuing accretion of knowledge and the changes in the 
significance of certain fields of knowledge; despite the developments in 
our knowledge of the physical and intellectual growth and development of 
the individual; despite the developments in learning and communication 
theory, the training and certification of the teacher is normally regarded 
as a once and for all exercise. Some in-service training is provided, normal- 
ly onan ad hoc basis involving voluntary attendance, but it is rarely given 
either professional or financial recognition. The results are an ossification 
of the teaching service and an intensification of its status as a bridge 
occupation. 

Indicative of the general situation is the picture presented by the Edu- 
cation Review Committee in Ghana: 


Clearly the most important problem facing the country’s educational system is the 
lack of qualified personnel in adequate numbers. In terms of manpower require 
ments, Ghana has accorded education a very low priority. Of the total staff serving 
in the elementary schools, as many as 33,000 are untrained and, for the most part 
have only a weak educational background. In the secondary schools more than 
the total of 2,100 teachers are without graduate qualifications.?) 


This situation is serious enough, but even worse, the average length of 
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stay of a Ghanaian graduate as a teacher in any particular school was 
found to be 1.1 years and of an expatriate graduate 1.5 years. 


The Committee went on to record the view that there appear to be no prospects of 
improvement because conditions of service of educational personnel are compara- 
tively poor. This discourages people from taking up teaching as a career. Teachers 
find they are far better off when they take up other appointments in the public and 
private sectors of the national economy. This they find easy to do because their 
qualifications suit them for a wide variety of appointments not connected with 
teaching.4) 


The recommendations made by the Committee and accepted by the 
Government in respect of the primary schools involved accelerating the 
supply of trained teachers and tutors of training colleges with the target 
of retraining or replacing 30,000 pupil teachers in a five-year period. But 
in making the recommendations the Committee did not take the trouble 
to work out the financial, administrative and social implications. This, 
unfortunately, is generally characteristic of much of the examination of 
and advising on educational matters. There is a concentration on what is 
near at hand rather than on the ultimate consequences: in this case, the ` 
financial and social obligations involved in providing an adequate teaching 
service. 

Ina review of the qualifications of teachers in administration and volun- 
tary agency primary schools in Papua and New Guinea in February 1969 
it was stated: 


In Administration schools, 15.7 per cent of the teachers are expatriate, and there 
are 9.1 per cent of the teachers with a “C” Certificate, 35.3 per cent with a “B”, and 
39.9 with an “A”; there are no Permit teachers. The figures for voluntary agency 
schools are 12.8, 5.2, 14.8, and 57.0 respectively; the remaining 10.2 per cent are 
indigenous Permit holders. Under the en as interpreted by the Director, 
an indigenous teacher with a Permit to teach or an “A?” Certificate is qualified to 
teach up to Standard 2 under proper supervision by a teacher with higher qualifi- 
cations; teachers with “B” or “C” Certificates and expatriate teachers are qualified 
to teach Standards 3-6. In the Administration schools there are 60.1 per cent of the 
teachers who come from overseas or who have ““B” or “C” Certificates, but only 
54.0 per cent of the children in these schools are in Standards 3-6. So the excess 6.1 
per cent of “B” and “C” teachers can devote their skill to teaching in the lower 
classes. In the voluntary agency schools, on the other hand, only 32.8 per cent of the 
teachers have "pr. “C”, or overseas certificates, but 45 per cent of the pupils are in 
Standards 3-6, so that the excess per cent of these higher classes must be taught by 
the “A” grade teachers or Permit holders who have not the formal certificate for the 


Tequisite work.5) 


In the same report attention was drawn to the uneconomic size of most 
of the teachers’ colleges and to the inadequacies of the staff of the teachers 
Colleges. The inadequacies of qualification and experience referred to, and 
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the rapid rate of turnover of staff, are symptomatic of the teacher training 
situation in most countries. The report also pointed to the inadequacies of 
the salary scales for staff of the teachers’ colleges. 

A summary of the progress of education in Asia, and in particular of 
teacher education, is provided in the statistical review produced by the 
UNESCO regional office in 1969: 


In countries of Group A (Afghanistan, Laos, Nepal), the supply of teachers and 
their level of qualification are determined mainly by the fact that the next higher 
level of education from which teachers are drawn is not sufficiently developed to 
serve as a steady source of supply for the increasing number of teachers required by 
the education system ... In countries in Group B (Burma, Cambodia, India, Indo- 
nesia, Iran, Mongolia, Pakistan, Republic of Viet-Nam), the second and third levels 
of education are already developed to a scale to ensure a steady supply of teachers. 
In these countries, generally, the problem presents itself in three aspects: upgrading 
the qualifications of teachers already in the teaching force who were recruited in the 
past with inadequate qualifications; expanding the capacity of the training es- 
tablishments to meet the demands of a rapidly expanding education system; and 
creating cadres of teachers for new subjects in the curriculum ... In countries in 
Group C (Ceylon, Republic of China, Republic of Korea, Malaysia, Philippines, 
Singapore, Thailand), preparation of teachers not only for secondary schools but 
also for elementary schools is now shifting to the third level of education, the ''nor- 
mal school” system being replaced by Junior Colleges for teacher training.®) 


The evidence relating to the formal provision of teacher education and 
teacher training everywhere shows that despite the growing concern for 
this sector of education, upon which the quantitative and qualitative ex- 

-pansion and development of education systems depend, current provisions 
are inadequate in relation to needs and expanding demands. 

Two further pieces of evidence deserve to be cited which relate to the 
in-service training of teachers. G. A. Trevaskis, summarising an eighteen : 
month survey of in-service teacher training practice in Africa, comments: 


The picture of in-service teacher training in Africa ... points to the desirability 
... ofa policy which could integrate in-service teacher training on the one hand with 
the pre-service teacher training programmes and on the other hand with the efforts 
being made to improve the curriculum and the quality of education ... If in-service 
training is to become a systematic integral part of teacher education . . . the question 
of costing will have to be examined. Related to the costing of in-service programmes 
is the consequential increases of costs arising from the claims of teachers for enhanc 
salaries in recognition of their increased efficiency. This, however, js not a simple 
matter of arithmetical addition in every case. Much of the in-service work already 15 
essential re-tooling, without which teachers cannot maintain their present level of 
efficiency in changing conditions. Curriculum changes and the technical develop- 
ments in methodology already foreshadowed by the work in curriculum develop- 
ment and the establishing of teachers’ centres will make this re-tooling procedure 
more and more important.") 
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The importance ofin-service training to teacher education was also under- 
lined by the findings of a regional symposium held in the Philippines in 
1967. After referring to the unsatisfactory levels of qualification which 
had to be accepted in many countries in order to recruit teachers in suf- 
ficient numbers to deal with the rapid expansion of education, it was 
pointed out that 

these countries have had to resort to emergency or crash training programmes to 
produce as quickly as possible new teachers for the fast expanding school programme. 
As a consequence, there is rather a high proportion of unqualified or inadequately 
trained teachers in primary schools in many Member States who must be given 
regular in-service training courses to ensure that the quantitative expansion in edu- 
cation is accompanied by qualitative improvement.) 


Among the advanced nations the tendency is to lengthen the period of 
pre-service training and to raise the minimum qualifications required of 
candidates for entry into the teaching profession. In most of the develop- 
ing countries, however, the urgent need for producing new teachers pre- 
cludes even consideration of lengthening the period of pre-service training, 
and in most cases the countries cannot afford the increased costs that 
would be involved. In any event, pre-service training, however long, does 
not and cannot fit a person to function efficiently as a teacher throughout 
his entire professional career. Social and economic changes, technological 
developments, the explosion of knowledge and the changes in importance 
of particular fields of knowledge make it essential for teachers to have 
career-long in-service training facilities and education if the instruction 
they provide in the schools is to be maintained in quality and related to 
contemporary needs. 

In a recent study of trends in teacher education in the developing 
countries of the British Commonwealth carried out by W. A. Dodd,?) he 
points out that irrespective of geographical location, educationists were 
mainly concerned with four aspects of teacher education, (1) quantity, (2) 
quality, (3) the teacher education curriculum, and (4) the need for co- 
ordination and co-operation of effort at every level. ; a 

The problem of quantity is due not only to the education explosion in 
the developing countries, but is also due to the natural desire of govern- 


ments to replace teachers with appropriately qualified local 
escalating character of education. One of the 
is the questioning of the adequacy of con- 
aining to meet the demand, and the making 
ducating and re-educating the teach- 
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and combinations of these approaches are being explored. Nowhere, how- 
ever, has there been a systematic, comprehensive and integrated attempt 
to solve the problem of the supply and training of teachers. 

It is true that in Kenya an overall survey of the teaching needs was 
carried out in 1967-1968 and the findings subjected to thorough exami- 
nation in the proceedings of the second Kenya Conference on Teacher 
Education. In Samoa, and more recently in the Ivory Coast, massive at- 
tacks have been inaugurated using television as the major instrument for 
dealing with the teacher training issue. In Botswana a comprehensive at- 
tack upon the problem of unqualified primary school teachers has begun 
by attempting to use the whole range of resources available: residential 
and non-residential training, correspondence materials, radio and periodi- 
cal publications. The latter project has been designed with due regard to 
the costs of the courses and the eventual recurrent costs of the salary 
budget. 

Closely linked with the question of quantity is that of the quality of the 
teachers. This raises the issues of the academic level required for entry to 
teacher training, the motivation of the candidates for admission, and the 
competence of the persons engaged in training the teachers. 

Qualifications for entry to teacher training appear to be a function of 
general educational and vocational opportunities rather than of deliberate- 
ly determined professional requirements. In this last respect quality is also 
related to status. In most of the developing countries the status of the 
teaching profession is subordinate to that of public administration, law, 
medicine, and sometimes the armed forces. Furthermore, where the edu- 
cation system is largely dependent upon voluntary agencies for the supply 
and training of teachers, the agencies sometimes impose terms and con- 
ditions of service, including disciplinary regulations, which are interpreted 
as being less favourable than those offered to candidates seeking entry into 
other forms of employment and service. 

In the training institutions themselves, three considerations inhibit im- 
provement of the quality of the teaching profession. In most countries 
colleges of education are too small to permit the provision of sufficient 
specialist staff, library and specialist facilities, such as laboratories and 
workshops. Secondly, the quality of the staff le ves much to be desired, 
there being a lack of academic qualification and generally no specific pro- 
fessional training. It is assumed that o À iching experience fits a 
person to train others to be teachers. One conseq; nce of this latter fallacy 
is that much instruction of teachers- -in-training ri Aus i in the candidates 
for entry to the profession being taught as small children are taught in- 
stead of being treated as adults. The third inhibiting factor is the relative 
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isolation of teacher training. Professional and academic aspects of study 
not only tend to be treated in mutual isolation but also the professional 
studies are treated as being of less importance. Where attempts have been 
made in the universities to provide first degree training leading to the 
award of a degree in education, the professional aspects of the training are 
inevitably subordinated to the academic aspects. Alternatively, in order 
to give academic respectability to education, all the emphasis in the edu- 
cational studies is laid on theoretical considerations. ‘ 

In the Colleges of Education the tension between academic and pro- 
fessional studies is less sharp, but it often still exists. The basic weakness 
lies in the unprofessional character of those who are engaged in teacher 
education and in the nature of the curriculum. 

The curriculum pursued in teacher education is largely the result of 
historical accident, an accumulation of bits and pieces of knowledge that 
at different times have been assumed to be of importance as part of the 
equipment of the teacher. The outcome up to the present has for the most 
part been unsatisfactory, resulting in formalised instruction, occasionally 
enhanced by a child-centred approach, a socialisation approach, or a dis- 
covery approach, or whatever happens to be the fashionable new aspect 
of education. More recently, there has been an indulgence in the “new 
media”, in “educational technology” - for the most part little more thana 
playing with new toys. 

In his survey, Dodd remarks of the curriculum: 


Reform of the curriculum of teacher education is seen as the key to the prepa- 
ration of adaptable and imaginative teachers who will transform those educational 
systems currently dominated by rote-learning and formalized instruction. There are 
suggestions that the over-erowded curriculum should be pruned and made more 
relevant, that every teacher should be securely grounded in at least one subject, that 
“child-study’’ should form the core of teacher education, that the curriculum should 
be “modernized” in keeping with the trends in educational theory, that courses 
should be far more practical, and that the over-riding aim should be the preparation 
of teachers who, if not leaders of community development, are at least aware of, 
and knowledgeable about, the socio-economic environment in which and for which 
they will educate the children ... There are suggestions for the reform and Te- 
organization of teaching practice ... There is urgent advocacy of the need to bring 
“new media” to bear upon the education of teachers ... The need for more research, 
and most especially “action research” related to the realities of the local ‘rae 
is stressed in many quarters ... The thrust in all these suggestions is away from the 


Preparation of formal taskmastéls and towards the education of ecd 
equipped teachers who are more secure in their knowledge, more adaptable in their 
n whom they teach, and more conver- 


approach, more understanding of the childre: 
Sant with the environment in which they work.10) 


The major present deficiencies are the absence of any comprehensive 


400 L. J. LEWIS 


attacks upon the problem, and the lack of persons capable of carrying the 
operation through. Knowledge of new subject matter does not necessarily 
carry with it competence to interpret the relevance of that knowledge to 
the teaching-learning situation in which the teacher has to operate. Ac- 
quaintance with the most sophisticated tools the linguist may possess for 
studying language does not necessarily make for good language teaching. 
Competence in the research techniques applicable to the exploration of 
some minutia of biochemistry does not necessarily fit a person to create a 
learning situation which will result in pupils appreciating the delicate 
chemical balance of the natural environment, Any serious attempt at cur- 
riculum reform in teacher education must be accompanied by an equally 
serious attempt to examine the learning and teaching processes at the 
teacher training level and to equip the teacher trainers so that they may 
respond more effectively. 

The possibilities of effective revision of the teacher education curriculum 
will be dependent upon cooperation and coordination of effort. At the 
present time cooperation is pursued in terms of facilities for sharing ex- 
perience through conferences, seminars and workshops, regional centres 
and in aid for specific institutions. Such cooperation is provided by all the 
different forms of aid agency, but none of them have attempted to sponsor 
a major project in the field of teacher education curriculum such as has 
been attempted in the primary and secondary school curriculum. 

One feature of the education and training of teachers which has received 
little attention is the relation between the training and the supervision of 
teachers. To all intents and purposes these are treated as entirely separate 
activities. It is true that the inspectorate may recommend the provision of 
in-service courses, and it is a normal part of the duties of the inspectorate 
to advise and help teachers. In some circumstances the inspectorate shares 
in the practical assessment of teachers in training. But for the most part 
the contact between the teacher trainers and the inspectorate is minimal. 

The teacher trainers tend to be further isolated from the school system 
in that they limit their use of schools for purposes of practice teaching on 
grounds of geographical expediency, or they use only schools organized by 
the authority controlling the training college, or selected demonstration 
schools. One of the results is an ingrowth of experience and contact. Fa- 
miliarity with the staff and resources of the particular schools used con- 
tributes to the ossification of methods and outlook on the part of the 
training college staff and is reflected in the attitudes and techniques of the 
teachers. 

Turning from the present circumstances to the future the prospects of 
creating a teaching profession capable quantitatively and qualitatively of 
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meeting the educational needs of societies committed to social and eco- 

nomic development will be dependent upon the acceptance of policies 

which will satisfy the following criteria: 

- The teaching profession must be given a satisfactory socio-economic 
status. 

- The teacher must be equipped with a satisfactory command of the sub- 

ject matter to be taught and the skills for teaching it. 

The teacher must have understanding, sympathy and feeling for the 

pupils as individual persons. 

The teacher must possess a sound knowledge of the environment, natu- 

ral, social and economic, in which he and his pupils live and for which 

the pupils are being equipped. 

The teacher must at all times be aware of the significant factors of 

change which bear upon the society and its individual members. 

The teacher must be imbued with those values and attitudes which are 

characteristic of the good citizen. 

It must be recognized that the training and education of the teacher is a 

career-long process for which systematic and on-going in-service facili- 

ties must be provided. 

- These criteria apply equally and in their own distinctive way to those 
responsible for the training and education of the teacher trainers. 

— The current tendencies to isolate the training and education of teachers 
must be changed. 

Meeting the first of these criteria is in part a matter of political decision 
and in part a matter of educating the community to a full appreciation of 
the fact that satisfying their educational aspirations depends on improving 
the quality of the teachers and their social well-being. It has to be recog- 
nised that any country aiming at providing a national education system 
offering equal educational opportunity for all children and young people, 
and seeking to provide satisfactory terms and conditions for the teachers 
at state expense, will be involved in a wage bill for the biggest single sector 
of the state employees. Among the difficulties to be faced are (1) the fact 
that in most cases a satisfactory salary scale for teachers, in keeping with 
their qualifications and responsibilities; will be considerably higher than 
the average per capita income in a developing country; and (2) pe 
teachers employed directly by the State receive terms and conditions o 
service generally comparable with their peers in the civil service and con- 
siderably better than those enjoyed by teachers serving voluntary agen- 
cies. In most cases, to give the voluntary agency teachers parity of con- 
ditions of service with civil servants is beyond the capacity of most de- 
veloping countries. Having regard to the different kinds of duty and 
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working conditions involved, the most satisfactory solution probably lies 
in creating a separate national teaching service with its own form of public 
service commission, its own disciplinary, entry and promotion machinery. 
Such a procedure would make it possible to work out modest immediate 
improvements in the terms and conditions of service of the teaching pro- 
fession and permit long-term planning of further improvements including 
reasonable retirement conditions. 

Assuming the creation of a satisfactory form of national teaching serv- 
ice, certain matters relating to recognition of status within the profession 
need attention. 

It is general practice to differentiate between teachers engaged in prima- 
ry and secondary education to the disadvantage of the former. The differ- 
entials are based upon the facts that the former are usually recruited from 
people with lower initial qualifications and receive a different and usually 
shorter period of training and education. Considering the particularly 
onerous nature of the responsibilities of teaching the very young, and the 
permanent harm that can be caused by inadequacies in laying the foun- 
dations of learning, current policy is indefensible. If it is accepted that, 
provided the essential skills and attitudes of learning are established in the 
early years, the individual can then go on learning for himself, it would be 
reasonable to suggest that those responsible for the education of the very 
young should be as well, if not better equipped for their duties as those 
employed in the secondary and tertiary levels of education. If the young 
people are well enough equipped with the skills necessary to do their 
learning for themselves then it would be possible to consider very different 
approaches to advanced forms of education and thereby change the bal- 
ance of expenditure between the different sectors. Given the acceptance of 
teacher education as an on-going process involving both pre-service and 
continuous in-service training it would be possible to establish policies 
leading to the removal of the existing differentials, which undoubtedly 
work to the general disadvantage of education. As for the teacher trainers, 
if the need for.them to be specially trained for their duties is accepted, this 
would improve their status in relation to other sectors of the teaching 
profession. 

Examination of the knowledge and skills to be required of the teacher 
raises a number of fundamental issues. With few exceptions, the person 
attending the university and intending to become a teacher pursues the 
same courses of academic studies as are pursued by students intending to 
enter other professions. Except in the faculties providing specific training 
for the professions, law, medicine, engineering and the like, university 
teaching is directed almost entirely to the self-propagation of the scholarly 
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interests. Vet the teachers in both the primary and the secondary sectors 
of the education system are primarily concerned with the teaching of 
knowledge and the development of skills that are far removed from the 
systematising of knowledge and other skills appropriate to the world of 
scholarship and research. 

Any serious consideration of the curriculum for teacher education must 
face these facts. To suggest that there are different ways of looking at the 
disciplines as they are currently pursued in the universities will almost 
certainly be greeted in many quarters as rank heresy and be looked upon 
as an attempt to devalue the currency of learning. But excellence is not 
confined to any one particular way of being informed, and the vast ma- 
jority of any community cannot be concerned with the kind of excellence 
that traditional scholarship has established as the canon. 

It is much more important that teachers shall know enough to know 
when they don’t know, and how to find out, than that they should know 
a great deal about narrow fields of knowledge which have but a remote 
bearing upon the business of being a member of a society and contributing 
constructively to its well-being. 

The need for review of the curriculum of teacher education in its pro- 
fessional aspects calls for a similar radical re-examination. In too many 
instances the approach to the philosophy of education, the sociology of 
education, methodology, the history of education and all the other ac- 
cretions to the syllabus of professional subjects savours of Alexandrian 
scholarship and has little to do with the task of the teacher in a changing 
world. In this respect teacher education suffers from the disability of tardy 
dissemination and functional interpretation of new knowledge, techniques 
and processes. The teacher is very largely concerned with the processes of 
communication. However, few of the current developments of communi- 
cation theory have penetrated into the curriculum of teacher education. 
On the other hand, what can only be described as the teaching machine 
fiasco simply proves that no machine can be designed to impart knowledge 
until the maker of the machine understands the learning and teaching 
Process. 

Even if concerted efforts are made to establish the kind of teacher edu- 
cation curriculum and methodology relevant to the needs of tomorrow, 
they will still result in a low level of utility unless the teacher trainers 
themselves are trained to handle the new bodies of knowledge and the 
equipment and resources that go with them. f 

As fundamental as the improvement in the knowledge and professional 
skill of the teacher is his understanding, sympathy and feeling for the 
pupils. In this respect, the manner in which child study is usually pursued 
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as an academic subject with direct observation only as a peripheral ele- 
ment, seldom engenders the emotive element which should always be pre- 
sent if respect and concern for the individual is to be maintained. Much 
more use could be made of filmed records of children in the home, at play, 
in the school. Much more could be made of biographical and autobiogra- 
phical material, and other forms of literature. Camara Laye’s The Dark 
Child 11) provides far greater insight into the social and intellectual prob- 
lems of a child growing up in one culture, under the impact of an intrusive 
culture, than will most systematic courses of sociology and educational 
psychology. Other forms of creative expression can also contribute to this 
aspect of the education of the teacher. 

The problem of how to equip the teacher to carry out his task within the 
limits of the time available in a pre-service course is more likely to be 
solved by seeking to integrate the existing subjects and disciplines, and by 
a deliberate focusing of attention on how to learn and go on learning, 
rather than continuing to provide increasingly capsulated approaches to 
an ever widening range of subjects and disciplines. If such an approach is 
accompanied by the provision of systematic, continuing in-service facili- 
ties, then it will be possible to give greater attention to matters of more 
immediate priority to the teacher preparing for the first time to enter the 
classroom. Furthermore, it will be possible to delay giving attention to 
those aspects of education, theoretical and practical, which are ill-under- 
stood or completely misunderstood without the possession of certain kinds 
of experience. In addition, such an approach to the curriculum would make 
it easier for individuals to identify where their long-term interests and 
special capacities lie, and thereby be the better able to determine the di- 
rections in which their further professional studies should be pursued. 

Knowledge of the social and economic environment and awareness of 
change involve much more attention to the contemporary scene than is 
usually to be found in the combinations of history, geography and social 
studies as presently pursued in most teacher education courses. In this 
sphere of teacher education and training, as in others already referred to, 
greater emphasis needs to be laid upon acquiring the tools of learning and 
being able to identify the relevant sources of information than upon any 
particular body of information contained in a conventional text. What the 
teacher must be able to do is to “Search for light among the social ele- 
ments of every kind that are the living source behind the facts they deal 
with”.12) 

One of the major issues facing those who have to decide upon the ways 
and means of expanding and improving the quality of teacher education 15 
the role of the new range of aids that the development of electronics and 
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communication theory are promising to make available. Success in ap- 
plying the new tools to education will require more than good equipment. 
The users, whether teachers or teacher trainers must be trained to use the 
new equipment, and training takes time. The intended users may feel that 
their own prerogatives are being threatened and will resist the apparent 
intrusion. Furthermore, there is only one justification for the use of any 
tool. It must be capable of doing a task better or faster. If its use does not 
result in the task being done better or faster or at least ensure that the 
task is done equally well and at the same time release the teacher for 
other important tasks, then the tool is a failure. At the present time there 
is a tendency to force new tools upon the teacher and the teacher trainer 
before the necessary conditions which justify adoption have been proven. 
This is particularly so in instances where sophisticated equipment is pro- 
vided under aid programmes upon the strength of its enthusiastic recep- 
tion under privileged conditions in the donor country. (This applies also to 
some curriculum projects.) As a result, the persons involved find them- 
selves in the role of the sorcerer's apprentice unable to control the magic 
broom and bucket. The way ahead for the development of teacher edu- 
cation is fraught with such danger, but the task is one that requires great 
risks, and much courage and persistence of effort. 
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ENTWICKLUNGSLANDER BRAUCHEN GUT AUSGEBILDETE LEHRER 
von L. J. Lewis, London 


Die allgemeinen Bedingungen fiir Lehrerangebot und -nachfrage in Entwicklungs- 
landern sind heute noch ziemlich dieselben, wie sie der Nigerianer Henry Carr vor 
etwa 70 Jahren beschrieben hat. Untersuchungen, Forschungen und Versuche zei- 
gen, daB Probleme der Quantitat und Qualität, des Lehrplans, der Zusammenarbeit 
und Koordinierung der verschiedenen Bestrebungen in der Lehrerbildung im Mittel- 
punkt der Bemühungen um eine Verbesserung des Lehrerangebots stehen. Folgende 
Bedingungen miissen erfüllt werden, wenn gut ausgebildete Lehrer zur Verfiigung 
stehen sollen: (1) der Lehrerberuf muß einen befriedigenden sozio-ökonomischen 
Status erhalten; (2) der Lehrer muß mit einer ausreichenden Fachausbildung und 
Lehrbefähigung ausgerüstet werden; (3) er muß Verständnis, Sympathie und Wohl- 
wollen für seine Schüler als individuelle Persönlichkeiten aufbringen; (4) der Lehrer 
muß eine eingehende Kenntnis der natürlichen, sozialen und wirtschaftlichen Um- 
welt haben, in der er und seine Schüler leben und für die seine Schüler erzogen wer- 
den sollen; (5) er muß sich stets der wichtigen, Veränderungen der Gesellschaft und 
des Einzelnen beeinflussenden Faktoren bewußt sein; (6) er muß von den Werten 
und Verhaltensweisen, die einen guten Bürger auszeichnen, durchdrungen sein; (7) 
es muß anerkannt werden, daß die Lehrerbildung ein auch während der beruflichen 
Tätigkeit fortdauernder Prozeß ist, für den systematische und ständige Fort- und 
Weiterbildungsméglichkeiten geschaffen werden müssen; (8) die genannten Be- 
dingungen betreffen in gleicher und jeweils spezifischer Weise die für die Ausbildung 
des in der Lehrerbildung tätigen Personals Verantwortlichen; (9) die gegenwärtigen 
Tendenzen, die Lehrerbildung zu isolieren, müssen geändert werden. Dem Status der 
Lehrer ist wahrscheinlich am besten gedient, wenn die Lehrerschaft auf nationaler 
Ebene organisiert und dabei der grundlegenden Bedeutung des Primarschulunter- 
richts sowie der Arbeit der Lehrerausbilder besonders Rechnung getragen wird. 
Letzteres wiirde eine strengere Auswahl und bessere Ausbildung erforderlich ma- 
chen. Die Reform der Lehrpläne in der Lehrerbildung muß radikaler und im Rah- 
men verstärkter Zusammenarbeit der Beteiligten in Angriff genommen werden. 
Dem Einsatz neuer technischer Unterrichtsmittel muB eine zuverlässige Unter- 
suchung der Wirksamkeit dieser neuen Medien vorangehen, 


LE RECRUTEMENT DE BONS ENSEIGNANTS 
DESTINES AUX PAYS EN VOIE DE DEVELOPPEMENT 


par L. J. Lewis, Londres 


Les conditions générales relatives au besoin et à l’approvisionnement en ensei- 
gnants dans les pays en voie de développement, telles qu'elles sont décrites par le 
Nigérien Henri Carr, sont aujourd'hui très similaires À celles qui existaient il y 4 
presque 70 ans. Les études, les recherches et les expérimentations indiquent que là 
qualité, la quantité, le programme d'étuder elatif à la formation d'enseignants, là 
coopération et la coordination des efforts, constituent la principale préoccupation 
de ceux qui s'intéressent à améliorer le recrutement et la formation des enseignants. 
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S’il convient de former des enseignants de bonne qualité, il faudra tenir compte des 
critères suivants: (1) La profession d'enseignant doit recevoir un statut socio-écono- 
mique satisfaisant; (2) l’enseignant doit être Pourvu d’une connaissance satisfaisante 
du sujet qu'il enseignera et posséder les aptitudes à l'enseigner; (3) il doit faire 
preuve de compréhension et de sympathie à l'égard de ses élèves en tant qu’indivi- 
dus; (4) il doit bien connaitre le milieu naturel, social et économique dans lequel vi- 
vent ses élèves et lui-même, et pour lequel ses élèves sont équipés intellectuellement; 
(5) il doit constamment être conscient des facteurs importants de changement, qui 
conditionnent la société et ses membres: (6) il doit être imprégné de ces valeurs et 
attitudes, qui constituent les caractéristiques du bon citoyen; (7) il faut reconnaître 
que la formation et l'éducation des enseignants est un processus de longue haleine, 
qui nécessite la mise en oeuvre de moyens appliqués systématiquement et sans dis- 
continuité; (8) ces critères s'appliquent de manière égale et bien spécifique à ceux 
qui sont responsables de la formation et de l'éducation des formateurs d'enseignants ; 

(9) les tendances courantes, qui consistent à séparer la formation de l'éducation des 
enseignants, doivent étre modifiées. On déterminera probablement le statut des 

enseignants de la meilleure facon, en créant des services nationaux d'enseignement, 

en reconnaissant le caractère fondamental de l'enseignement primaire et en recon- 

naissant l'importance de l'éducation des formateurs d'enseignants. Ce dernier point 
impliquera une approche plus professionnelle relative à leur sélection et formation. 

La réforme du programme d'étude pour la formation d'enseignants doit être dévelop- 

pée suivant des lignes plus radicales, et doit appeler la coopération de plus de per- 

sonnes. En matière éducative, l’adoption de nouvelles technologies doit être précédée 

d'une évaluation judicieuse des nouveaux instruments, 


L’ECOLE SOVIETIQUE: 
PERFECTIONNEMENT DU CONTENU DE L’ENSEIGNEMENT 


par A. M. ARSEN'EV, Moscou 


La nécessité de revoir le plan d'études et les programmes de l'école 
Secondaire se fit sentir en 1962 à la suite de l'analyse des résultats de 
l'exécution de la loi sur “‘’affermissement des liens de la vie et de l'école et 
le développement ultérieur du système de l'instruction publique en URSS” 
(1958). L'analyse en question permit de conclure qu'au cours des trois 
années écoulées depuis la promulgation de cette loi, l'écolesoviétique adop- 
ta le système de l'instruction générale obligatoire de huit ans, tout en 
augmentant le nombre d'élèves dans les classes supérieures de l'école se- 
Condaire. 

Les effectifs des écoles de tous types passèrent de 31.483.000 en 1958/59 
à 44.682.000 en 1963/64. L’accroissement fut particulièrement important 
dans les classes supérieures. Le nombre d’éléves dans les classes de 5ème 
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aux classes de 8ème passa de 10.183.000 à 19.183.000, et dans les classes de 
9ème et de 10ème, de 3.017.000 à 5.630.000. 

La grande majorité de ceux qui finissent l’école de huit ans poursuivent 
leurs études dans les classes terminales de l'école secondaire, les techni- 
cums ou les écoles du soir. 

Aussi, dans la République fédérative de Russie, parmi ceux qui termi- 
nèrent en juin 1962 l'école de huit ans: 54% sont entrés vers le ler sep- 
tembre de la même année dans la classe de 9ème de l’école secondaire, 18%, 
dans les technicums et autres écoles secondaires, 9%, dans les écoles se- 
condaires du soir et les cours par correspondance. 

Dans les autres républiques fédérées, le pourcentage de ceux qui ont 
poursuivi les études secondaires générales et spécialisées a atteint 85 à 
90% des effectifs de la classe de 8ème. 

Dans ces conditions, et en tenant surtout compte de la perspective de 
passer dans l’enseignement secondaire complet et général, la nécessité de 
terminer l’école de huit ans de même que la répétition, dans les classes 
supérieures, des disciplines étudiées auparavant à un niveau élémentaire, 
n'apparaissait plus. Ce fut la première occasion où l'on envisagea de revoir 
le plan et les programmes d’études de l’école secondaire. 

De 1961 à 1963, les organismes de l'instruction publique et l'Académie 
des Sciences pédagogiques ont entrepris ensemble un contrôle du niveau 
des connaissances des élèves. Des centaines de milliers et des millions 
d'élèves subirent ce contrôle. Pour la République fédérative de Russie par 
exemple, le contrôle s’effectua au cours de trois ans dans les écoles de 
vingt régions et des républiques autonomes groupant 5,5 millions d’en- 
fants. 

Les résultats du contrôle permirent de conclure que le niveau des con- 
naissances évoluait favorablement grâce à la consolidation du rapport des 
études avec la vie pratique. Ainsi, le nombre de fautes d’orthographe dans 
une dictée de 90 mots et truffée de difficultés passa de 2,6 en 1960/61 à 2,3 
en 1961/62, à 2 en 1962/63 contre 3 et 4,6 respectivement en 1951/52 et 

1934/35. 

Les connaissances en physique, chimie, biologie et autres disciplines 
sont devenues plus claires. Les élèves avaient plus d’habitudes pratiques: 
Toutefois, l'amélioration des connaissances et acquisitions fut reconnue 
trés insuffisante. De grandes lacunes étaient signalées dans l'art de parer, 
dans l'indépendance et la logique des jugements et des appréciations; la 
culture graphique des élèves laissait beaucoup à désirer. Les notes médio- 
cres prévalaient de loin. Les lacunes décelées proviennent de la rapidité 
extrême de l'étude des parties principales des programmes et aussi du fait 
que les programmes et livres scolaires sont surchargés de données informa- 
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tives qu’il faut apprendre par coeur. Les enfants n’ont pas le temps d’ap- 
profondir les connaissances des disciplines qui les intéressent tout particu- 
lièrement (les élèves sont submergés par des devoirs scolaires À domicile 
et des classes obligatoires). 

La nature des surcharges signalées varie: le cycle primaire (classes de 
lére à la 4ème) était trop étendu et il y avait des exercices d’entraînement 
en surabondance; le cycle moyen (classe de 5ème à la classe de 8ème) con- 
tenait trop d'informations destinées à être mémorisées sans compréhension 
théorique, ni systématisation. Le rapport présenté par l'Académie des 
Sciences pédagogiques sur l'application de la loi de 1958 (dès 1962) insiste 
sur l'effet néfaste de l'étude trop rapide et superficielle des fondements de 
la science. Surmonter cet état de choses, reconnaît le rapport, est une né- 
cessité de première urgence de l'enseignement actuel. Voilà la deuxième 
explication de la révision des plans, programmes et livres scolaires. 

Le probléme du contenu de l'enseignement secondaire a revétu une im- 
portance exceptionnelle au début des années 60 du fait de la révolution 
technico-scientifique en cours dans notre pays et du retard de l'école sur 
les réalisations de la science, de la technique et de la culture. Les program- 
mes et manuels en mathématique, physique, chimie et biologie firent l'ob- 
jet de critiques sévères de la part des institutions scientifiques. On leur re- 
prochait de ne pas se conformer aux derniéres données scientifiques, ce qui 
faisait que l'enseignement reflétait souvent le stade dépassé de la science 
et se trouvait méme en contradiction avec elle. 

Enfin, à cette époque, on put se rendre compte des carences scolaires 
relatives à la formation professionnelle, ce qui rendait nécessaire le réexa- 
men des problèmes relatifs à la préparation au travail des élèves de l'école 
secondaire. La formation polytechnique, faite dans les classes de 1ère à 
8ème et revêtant la forme de cours pratiques dans les ateliers et terrains 
agricoles expérimentaux, s’avérait exacte et ne nécessitait que quelques 
rectifications comme, par exemple, l'élargissement des connaissances 
techniques au détriment du travail manuel du bois et du métal, et l'initia- 
tion aux opérations électro- et radio-techniques simples à un stade initial. 
Dans ces cas, on arrivait tout naturellement à relier l'étude des fondements 
de la science et l'éducation par le travail. Or, très souvent, cette formation 
Prenait un caractère abusivement étroit et artisanal, et n’entrait pas dans 
le cadre de l'enseignement général, ou méme entravait ce dernier. 

Telles furent les conclusions de l'analyse effectuée aprés l'examen de 
l'exécution de la loi sur: ‘‘l’affermissement des liens de l'école avec la 
Vie". En février 1963, ces conclusions firent l'objet d'une étude appro- 
fondie lors de la réunion des ministres de l'Instruction publique des répu- 
bliques fédérées qui s'y associérent sans réserve. Il fut décidé de demander 
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à l’Académie des Sciences de l'URSS et à l'Académie des Sciences pédago- 
giques de la République fédérative de Russie de créer une commission 
mixte qui comprendrait des savants éminents en sciences étudiées à l'école, 
des enseignants et méthodologistes compétents et chargée d'analyser les 
plans, manuels et processus d'enseignement. Cette commission avait pour 
tâche d'émettre des propositions en vue de les perfectionner dans la per- 
spective du passage à l'instruction secondaire générale, du raffermisse- 
ment des contacts entre la vie et l'école, du reflet par les programmes et 
manuels scolaires des réalisations de la science, de la technique et de la 
culture. On préconisait en méme temps, la diminution des travaux sco- 
laires et l'extension de l'étude, au choix de l'écolier, conformément à ses 
intéréts et aptitudes. 

C'est le professeur A. I. MarcuSevit, premier Vice-président de l'Acadé- 
mie des Sciences pédagogiques qui présida la Commission. Les commis- 
sions par section furent placées sous la présidence respective de A. Kolmo- 
gorov (mathématiques) I. Kikoine (physique), M. Prokofiev (chimie), M. 
Netchkina (histoire), D. Blagoi (littérature), tous membres de l'Académie 
des Sciences. Les commissions centrales et par branche comprenaient, en 
tout, 72 membres titulaires et correspondants de l'Académie des Sciences 
pédagogiques, plus de cent professeurs universitaires, enseignants et péda- 
gogues qualifiés; au total, plus de 500 personnes. 

Dans leurs activités, les commissions furent aidées par les Instituts de 
l'Académie des Sciences pédagogiques. En premier lieu, les commissions 
rédigèrent des rapports sur l'état actuel de l'enseignement des matières 
scolaires et de la formation polytechnique. 

Pour l'essentiel, ce travail prit fin en 1963, début 1964. Les rapports 
furent publiés dans des revues spécialisées sous le titre: “Discussion sur le 
contenu de l'enseignement à l'école secondaire". 

Parallèlement, on travaillait à la préparation des projets de nouveaux 
programmes et plans d'études. La Commission a publié trois variantes de 
ces projets, en août 1965, janvier et novembre 1966. La rédaction de trois 
variantes s'explique par une vaste discussion des propositions de la Com- 
mission par les organismes scientifiques, universités et instituts et le corps 
enseignant. La première variante suscita plus de 2000 références et criti- 
ques qui furent prises en considération lors de la rédaction de la deuxième 
variante. 

Quelques milliers de critiques sur la deuxième variante aidèrent à rédi- 
ger la troisième. Cette dernière fut portée à la connaissance du Comité 
central du parti communiste de l’Union soviétique et du Conseil des Mi- 
nistres de URSS et recommandée par eux aux Ministères de l'Instruction 
publique des républiques fédérées comme base pour la composition 
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de nouveaux plans, programmes et manuels de l'école secondaire. 

L'arrêté du Comité central du parti communiste de l'Union soviétique 
et du Conseil des Ministres de URSS sur “les mesures en vue d'améliorer 
le travail de l'école secondaire" (novembre 1966) stipula que l'adoption par 
l'école de nouveaux programmes et plans d'études devait se faire au plus 
tard en 1970/71. 


Le nouveau plan d'études 
Le plan d'études-type, recommandé par la Commission, est présenté 
dans le tableau I. 


Ce plan laisse intactes les périodes de rentrée et de fin de classes, l'époque et la 
durée des vacances et la durée de chaque lecon. La rentrée pour toutes les classes de 
l'école secondaire est fixée au ler septembre, la fin des études dans les classes de 1ère 
à la 4ème au 31 mai, de la 5ème à la 8ème au 19 juin, de la 8ème à la 10ème, au 25 
juin. Les vacances restent inchangées: 5 jours en automne — du 5 au 9 novembre, 
12 jours en hiver — du 30 décembre au 10 janvier, 8 jours au printemps — du 24 au 
31 mars (correspondant aux jours de fonte de neige à la campagne), de la fin de 
l'année scolaire à la rentrée scolaire en été. Les conseils pédagogiques des écoles sont 
autorisés à fixer les conditions et heures de travail obligatoires dans les champs en 
juillet-août, la durée de travail ne dépassant pas 7 jours pour chaque groupe d'élèves. 


La durée totale de l'année scolaire est fixée à 35 semaines dans les classes 
de lére à 4ème; 38 semaines, dans les classes de 5ème à 8ème dont deux 
semaines en 8ème pour la préparation et la présentation des examens de 
fin d'études, en 9ème, quatre semaines de stage pratique, et en 10ème, 
quatre semaines pour les examens de fin d'études. Le nombre de semaines 
d'études est donc de 36 en 8ème, 35 en 9ème et 35 en 10ème. 

Le plan d'études-type réduit considérablement le nombre de classes obli- 
gatoires et augmente celui des études facultatives et au choix de l'écolier. 

Le nombre de lecons obligatoires et facultatives par semaine et par clas- 
ses d’après le plan d'études (en comparaison avec le plan de 1959) est don- 
né dans les tableaux II et III. 


Dans les écoles nationales de la RfdR et les écoles des autres républiques fédérées 
Où l'on étudie les langues maternelle et russe, littérature, géographie et histoire de la 
République, on a le droit d'augmenter de 2 à 3 heures les chiffres ci-dessus pour 
Chaque classe. Pour cette méme raison, la durée des études dans les écoles des répu- 


bliques baltes est de 11 ans. h 
En outre, les leçons de formation polytechnique se font au choix des élèves en 


` Séme et en 10ème. 


Le plan d’études-type tient compte de la répartition suivante du plan 
- d'études selon les cycles et les classes: le cycle primaire s'étend aux trois 
Premières classes (de la 1ère à la 3ème). A la différence du plan présent, les 


412 A. M. ARSEN’EV 


TABLEAU I 


Nombre de leçons (heures) dans les classes 
semaine 


Matière d’après d’après 
le Ile Ille IVe Ve Vie VIle Ville IXe Xe le plan le pla 


1. Russe 
2. Littérature 
3. Mathématiques 
4. Histoire 

5. Sciences sociales 
6. Histoire naturelle 
7. Géographie 

8. Biologie 

9. Physique 
10. Astronomie 
11. Dessin industriel 
12. Chimie 
13 
14 
15 
16 
17. 


Ll o aro | 
_ 
œ 


. Langue étrangère 
. Arts plastiques 

. Chant et musique 
. Culture physique 
. Apprentissage 


plz 
vo==1 1111110 loowo 


OW [owl ean 


Total des leçons 1 
obligatoires 24 24 24 24 30 30 
18. Leçons facultatives — — ¿== = — 


Total 24 


30 276 


ao 
NO 
I^] 
o 
I^] 
o 


RI 
N 


TABLEAU II 
Nombre de leçons obligatoires par semaine et par classe 
Classes lè 2 38 4 5è 6è 7e 8b 9è 108 11è 
D’après le plan d’études-type 4 24 24 24 30 30 30 30 30 30 — 
D'après le plan d'études 1959 


TABLEAU III 


Nombre de leçons facultatives par semaine et par classe 


7è 8è 9% 108 
D'après le plan d'études-type 2 4 6 6 
D'après le plan d’études 1959 — — 2 2 


Uieauddunuo 50150505700 rs E 
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excursions et leçons d’observation, à partir de la 2ème, ne figurent plus au 
programme de lecture et constituent une discipline à part: “études de la 
nature”. 


La langue russe — le cours systématique est donné pendant cinq ans (de la classe 
de 4ème à la classe de 8ème) au lieu de quatre, d’après le plan en vigueur (de la 5ème 
à la 8ème). En 4ème, 5ème et 6ème, on étudie la phonétique, le vocabulaire, la mor- 
phologie et l'orthographe. En 7ème et 8ème, on étudie la syntaxe. Pour lier entre 
elles les parties morphologiques et syntaxiques du cours scolaire, on introduit dans 
le programme de la 4ème des éléments de la syntaxe et dela ponctuation sous forme 
d’un petit cours autonome (35 heures). 

Pour niveler les connaissances du russe des élèves venus en 9ème de différentes 
écoles de huit ans et pour les aider à combler les lacunes décelées lors des examens de 
fin d'études, on organise deux heures de classe de russe d'après le programme rédigé 
par le professeur et sanctionné par le conseil pédagogique. 

La littérature est étudiée à l’école secondaire dans deux cours qui se complètent: 
cours initial dans les classes de 4ème à 7ème et cours systématiques sur la base histo- 
rico-littéraire, donné dans les classes de 8ème à 10ème. Dans le cours initial, on étudie 
les oeuvres folkloriques de valeur, accessibles aux enfants, oeuvres des écrivains 
soviétiques des époques antérieures à la révolution, ainsi que des écrivains étrangers, 
Les connaissances élémentaires en théorie de la littérature s'ajoutent à l'étude des 
textes. Le cours systématique en littérature s'inspire de l'évolution historique de la 
société russe et de la pensée; il comprend en 8ème des oeuvres allant de l'antiquité à 
la seconde moitié du XIXème siècle; en 9ème, la littérature de la deuxième période 
du mouvement libérateur russe. Les littératures soviétiques font l’objet d'une étude 
en classe de 10ème. Le programme et les listes des lectures obligatoires, facultatives 
et complémentaires comportent, en outre, les oeuvres des écrivains des peuples so- 
viétiques vivant avant la révolution et des écrivains étrangers. 

Les mathématiques sont étudiées dans les classes de 4ème à 10ème d’après le 


tableau IV. 
TABLEAU IV 


Nombre de leçons mathématiques par semaine et par classe 
4è 58 68 7è 8 


Arithmétique et premiers éléments d’algèbre 5 5 — — — 

Algèbre = — 4 3 AAA 
Algèbre et premiers éléments d'analyse iN ae 
Géométrie 1 1 2 3 2 2 2 


A AAA 


L'histoire est étudiée de la 4ème à la 10ème d’après la répartition suivante: 


— Récits épisodiques sur l’histoire de notre Patrie en E 
- Histoire de l'antiquité UAE 
en 6ème 


— Histoire du Moyen-Age 14 ; n 
- Histoire de l'URSS (de l'antiquité jusqu'à la fin du XVIIIème siècle) en 7ème 
— Histoire moderne de la 1ère période et histoire de l'URSS du XIXème 


siècle en 8ème 
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— Histoire moderne de la 2ème période 
Histoire de "URSS du début du XXème siècle jusqu'à 1936 et histoire 


contemporaine jusqu'à 1941 en 9ème 
— Histoire de l'URSS de 1937 jusqu'à nos jours, histoire contemporaine 
de la Seconde Guerre à nos jours en 10ème 


Les sciences sociales sont étudiées en 10ème. La géographie est étudiée de la 5ème 
à la 9ème, les sujets étant répartis de la façon suivante: cours initial de la géographie 
physique en 5ème; géographie physique des continents en 6ème; géographie physi- 
que de l’URSS en 7ème; géographie économique de l'URSS en 8ème; géographie 
économique des pays étrangers en 9ème. 

La biologie est étudiée de la 5ème à la 10ème; la zoologie, au dernier trimestre de 
la 6ème et en 7ème; la physiologie humaine, en 8ème; la biologie générale, dans la 
seconde moitié de la 9ème et de la 10ème. 

Le cours de physique comprend deux cycles: le premier s'étend aux classes de 
6ème et de 7ème; le second, aux classes de 8ème et 10ème. En 6ème et 7ème, on 
étudie des sujets plus simples: mouvements et forces, pression des liquides et des gaz 
(6ème); phénomènes thermiques, électricité jusqu'aux phénomènes électromagnéti- 
ques (7ème). A la base de ce cycle figure la représentation de la matière sur les struc- 
tures moléculaires et sur l'électronique. En 8ème, 9ème et 10ème, on étudie les mou- 
vements non uniformes (8ème) ` la physique moléculaire et des rudiments d'électro- 
dynamique (9ème) ; les ondes et oscillations de toute nature, l'optique et la physique 
du noyau de l’atome (10ème). On prévoit la familiarisation des élèves des classes 
supérieures avec les notions de l’électronique, de la théorie de la relativité et de la 
mécanique. 

La chimie est étudiée dans les classes de 7ème à 10ème. Dans les classes de 7ème à 
9ème, on apprend la chimie minérale, dont le cours se subdivise en trois parties: en 
7ème et au début de la 8ème, les élèves assimilent les notions élémentaires néces- 
saires pour comprendre la loi périodique (substance, réaction chimique, éléments, 
liaisons chimiques minérales). En 8ème, les élèves prennent connaissance de la loi 
périodique Mendéleev, du système périodique des éléments de la théorie de la sub- 
stance. Dans les classes de 8ème et de 9ème, on étudie les principaux groupes des 
combinaisons inorganiques (métaux — non-métaux) pour comprendre encore mieux 
le système périodique. La chimie organique fait l'objet d'un enseignement en 10ème. 

Le dessin industriel n'est étudié qu'à l'école de huit ans. On commence plus tót 
(dés la 6ème) pour améliorer la culture graphique lors de leçons pratiques dans les 
ateliers, et les leçons de mathématiques, de physique, de chimie etc. L'étude des élé- 
ments de la géométrie descriptive appliqués au dessin industriel et de l'extension des 
acquis graphiques au-delà du minimum obligatoire, sont prévues pour une partie des 
éléves pendant les lecons facultatives. 

Une langue étrangère est étudiée de la 5éme à la 10ème. De la 5ème à la 7ème, des 
leçons de conversation et de lecture ont lieu sans dictionnaire: les sujets sont stricte- 
ment délimités. En 8ème, 9ème et 10ème, on continue ce travail et on commence la 
lecture de textes plus compliqués avec un dictionnaire. Les leçons obligatoires se 
limitent à l'étude d'un minimum pour tous. On forme des groupes spéciaux dans le 
cadre des lecons facultatives. 

Le projet du plan d'études réserve une quantité d'heures insuffisante pour le des- 
sin, la musique et la culture physique. Les conseils pédagogiques des écoles sont sen- 
sés prendre toutes les mesures pour assurer le développement des activités en dehors 
de la classe visant à améliorer l'éducation esthétique et physique des enfants. 


| 
| 
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L'apprentissage est réalisé pendant les leçons de travail manuel (classes de 1ère à 
3ème), les travaux pratiques dans les ateliers et champs expérimentaux (classes de 
4ème à 8ème), les stages au choix des élèves (classes de 9ème et 10ème). Nous abor- 
derons plus loin des questions se rapportant à la formation politique et au travail des 
élèves. 


Programmes de l'école secondaire et la science contemporaine 

Lors des discussions sur le contenu de l’enseignement à l’école, de vio- 
lents débats ont eu lieu au sujet des points suivants: 

— Quelles doivent être les corrélations entre les notions fondamentales 
de la science classique qui sont à l’origine de l’enseignement scolaire et les 
conceptions scientifiques modernes ? 

— Quelles sont les conclusions à tirer pour l’enseignement secondaire 
fondé sur les principes scientifiques, des rythmes actuels du progrès scien- 
tifico-technique et de l'accumulation sans précédent des connaissances? 

— Quelles sont les conséquences, pour le contenu et le caractére de l'en- 
seignement scolaire, du fait que la science moderne pénétre de plus en plus 
dans les lois de la composition des matières, de la mécanique des processus 
physiques, chimiques et biologiques dont l'étude ne s'exprime pas en no- 
tions concrètes et ne recourt guère aux perceptions sensuelles, mais utilise 
des schémas théoriques et abstraits compliqués? 

— Quelles sont les mesures à envisager pour assurer, avec la généralisa- 
tion de l'enseignement secondaire pour tous les enfants, l'accessibilité du 
matériel et en méme temps le développement du niveau des connaissances 
et de l'éducation des éléves? 

— Comment arriver à combiner le caractére général de l'enseignement 
(ce qui est requis par la nécessité des connaissances générales) avec l'étude 
approfondie des disciplines concrétes qui s'explique par la spécialisation, 
les transformations intervenues dans la science et la différence des intéréts 
et capacité des élèves ? 

La commission chargée de déterminer le contenu de l'enseignement a 
rejeté les propositions provenant de l'opposition de la science classique et 
des connaissances scientifiques modernes. Cette opposition ne se justifie 
pas, car les connaissances modernes, tout en corrigeant certaines vieilles 
notions, se rattachent à l'évolution de ces dernières et ne peuvent être bien 
comprises sans elles. La commission précise que les fondements des scien- 
ces étudiées à l’école, doivent comprendre les notions essentielles de la 
science classique et contemporaine. ; 

Pour assurer l'unité idéologique, l'intégrité et la conformité de l'ensei- 
gnement scolaire aux conceptions scientifiques modernes, là oü cela est né- 
cessaire, il convient de préciser les limites d'application des notions de la 
Science classique conformes à nos conceptions scientifiques d'aujourd'hui. 
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La commission n’a pas appuyé les propositions qui tendaient à prolon- 
ger la durée des études, vu le volume accru des connaissances: de cette 
manière, on ne saurait rattraper le rythme accéléré du progrès scientifique 
et technique. La progression de la science, de la technique et de la culture 
oblige même ainsi à poursuivre des études au-delà de l’école. Quel que soit 
le volume des connaissances assimilées à l’école, ce dernier ne satisfait plus 
au bout de cinq ou dix ans s’il n'est pas complété par l'élève lui-même. Par 
conséquent, le contenu de l’enseignement à l’école est déterminé en par- 
tant de la nécessité de préparer les élèves à poursuivre leur travail une fois 
l'école terminée. D'où les modifications notables du caractère de l'étude à 
l’école, notamment, des grands efforts entrepris pour inculquer aux jeunes 
le désir de s’instruire et pour leur en donner les moyens. 

Dans le but de surmonter le décalage entre les plans et programmes 
d’études d’une part, et le niveau des connaissances scientifiques modernes 
d'autre part, la commission a estimé utile d'entreprendre deux séries de 
mesures: la première, pour améliorer le niveau scientifique et idéologique 
du contenu de l'enseignement et la seconde pour élargir le champ des le- 
çons facultatives et celui des matières à option. 

Il faut améliorer le niveau scientifique et idéologique du contenu de Ven- 
seignement pour répondre aux besoins du progrès scientifique et technique 
qui est marqué par la croissance du rôle des connaissances théoriques et 
qui permet d'éliminer de sérieuses insuffisances dans les connaissances des 
écoliers (nous avons mentionné ce point au début de l’article). 

En discutant des conclusions à tirer de l’enseignement à l’école face à 
l'effort théorique poussé de la science (qui apprend à connaître les secrets 
les mieux gardés de la nature), nous avons signalé la contradiction réelle 
entre la nature du matériel étudié et la psychologie de la connaissance 
chez l'enfant. Dans l'enseignement, apparaissent au premier plan, les 
théories et les connaissances généralisées, tandis que l'étude s'appuie, 
comme par le passé, sur l'expérience sensible, en évoluant progressive- 
ment et lentement vers l'acquisition de connaissances théoriques et géné- 
ralisées. 

On pourrait malheureusement commettre l'erreur d'ignorer les change- 
ments intervenus dans le matériel à étudier, sous le simple prétexte qu'il 
importe avant tout de tenir compte de la psychologie des éléves et de 
suivre “la règle d'or de la didactique", comme elle a été formulée il y a 
350 ans par J. Kamensky. Cette position donne la priorité à la description, 
au détriment de l'explication, le refoulement de la théorie dans les classes 
supérieures, l'utilisation par excellence, méme dans les grandes classes de 
la méthode inductive de l'explication. 

Les partisans de cette tendance ont raison de chercher à utiliser les 
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particularités de la psychologie de la connaissance des éléves; mais ils 
sous-estiment les changements de ces particularités au cours des études 
elles-mémes. Le processus d’acquisition des connaissances est déterminé 
non seulement par la psychologie de l’activité intellectuelle des enfants, 
mais aussi par le caractère du matériel proposé à l'étude. 

Un autre danger provient de la tentative d'imiter sans réfléchir la logi- 
que et le caractére des connaissances scientifiques modernes dans l'ensei- 
gnement donné méme dans les petites classes. D'où l'idée de “l'algèbre à 
partir de la première”, du système linéaire des programmes de l'école 
secondaire de la 1ère à la 10ème, de la substitution de l'étude des fonde- 
ments des sciences par l'assimilation “des formations spéciales" pour ac- 
quérir “quelques types d'activités". On a proposé également de remplacer 
les cours de biologie, physique et chimie, fondés sur l'expérience par des 
cours respectifs purement théoriques. La didactique traditionnelle, selon 
les partisans de ces théories est “un sensualisme vulgaire"; ils veulent 
briser tout l'enseignement scolaire. La Commission se prononga, bien en- 
tendu, contre de telles propositions. La Commission a maintenu le carac- 
tére pratique du cours de la langue russe, en demandant d'insister sur la 
nécessité de développer la langue et la pensée des éléves. Le cours de la 
littérature est basé sur la lecture et l'étude de livres à la portée des en- 
fants, en soulignant principalement l'éducation morale et esthétique des 
élèves, de méme que la formation de leur conception du monde. 

Les programmes en géographie et en histoire prévoient la description 
détaillée des situations, les rapports des récits de témoins tout en insistant 
sur l'explication scientifique et l'interprétation théorique. Le début de 
l'enseignement des mathématiques prévoit la formation des notions sur le 
nombre naturel, les opérations arithmétiques sur la base des manipula- 
tions avec des ensembles concrets et l'étude des grandeurs et mesures. Le 
programme des cours de physique, chimie, biologie comporte de multiples 
projections, expériences, travaux pratiques. 

En maintenant dans l'ensemble l'enseignement des bases scientifiques, 
la Commission se prononca pour un niveau de généralisation plus poussé 
des études à l'école, pour l'accentuation du róle de la logique et de la 
théorie dans l'enseignement, pour l'utilisation à un stade initial de la mé- 
thode déductive, pour le développement de la pensée créatrice de l'élève. 

Un niveau supérieur dans l’enseignement, cela veut dire plus d'explica- 
tions au détriment de la mémorisation mécanique de l'information, sans 
compromettre toutefois l'équilibre correct entre faits et conclusions, ce qui 
assure des connaissances solides. : 

Eliminer tout ce dont on n'a pas besoin, tel est le principe-guide dans 
l'élaboration de chaque théme d'études. La mémorisation des formules, 
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chiffres, règles cède la place à l'habitude de se servir des ouvrages de ré- 
férence, sauf en ce qui concerne les renseignements nécessaires tous les 
jours. 

Un des moyens d’assurer un niveau scientifico-théorique accru des étu- 
des est la répartition équitable de la théorie d’après les degrés d’enseigne- 
ment. La théorie, dans un cours bien organisé, ne constitue pas unique- 
ment une partie proposée à l'assimilation, mais favorise les études ulté- 
rieures. La loi périodique de Mendéleev est, par exemple, un élément es- 
sentiel de la chimie générale et inorganique; bien apprise, elle permet 
d'élever à un niveau supérieur tous les aspects du cours qui suivent. Voilà 
pourquoi, en pensant à rendre plus scientifique l'enseignement à l'école, il 
convient de stimuler l'étude des problémes théoriques, sans oublier pour 
autant le niveau des éléves auxquels on enseigne. C'est dans ce but que les 
programmes du primaire (1ère et 2ème) comportent déjà des généralisa- 
tions élémentaires; l'étude systématique des cours de russe et des mathé- 
matiques débute en 4ème et non en 5ème comme jadis; on transfère une 
partie du programme théorique des classes supérieures aux classes moyen- 
nes, On commencera l'étude du nombre négatif, de l'algébre et de la géo- 
métrie en 4ème au lieu de la 6ème, des fonctions exponentielles et logarith- 
miques en 8ème et non en 9ème. On étudiait autrefois le système périodi- 
que et la composition de la substance (chimie) en 9ème; cette étude se fera 
maintenant en 8ème. Les cours systématiques de littérature, d'histoire, de 
physique commenceront un ou deux ans plus tôt qu'auparavant. 

Cinq cents heures d'école étaient nécessaires pour l'étude des sujets en- 
seignés maintenant dans le cycle moyen, au lieu du supérieur. 

La recherche des possibilités d'améliorer le niveau de l'enseignement à 
l'école secondaire nous a poussés à déterminer dans chaque discipline des 
idées-clé qui reflétent les tendances de la science moderne et qui sont en 
méme temps accessibles aux enfants de l’âge correspondant. En mathéma- 
tiques, on chercha à surmonter le décalage entre l'arithmétique et l'algé- 
bre, à étre plus conséquent dans l'approche fonctionnelle, à préter plus 
d'attention à l'acquisition des notions et méthodes ayant une grande im- 
portance dans les sciences naturelles et les sciences techniques (méthodes 
B RAE dérivée, intégrale, rudiments de la théorie de la probabi- 

A la base du cours scolaire de physique se trouvent les théories de la 
composition moléculaire et atomique de la matière, la théorie moléculaire 
et cinétique, théorie d’électrons. Le cours de chimie accorde plus de place 
à l'étude du systéme périodique des éléments et des questions de liaisons 
chimiques. La chimie organique s'inspire de la théorie classique de A. 
Boutlérov sur la composition chimique des substances: la théorie molécu- 
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laire et atomique est enseignée au début du programme, ainsi que celle de 
la dissociation électrolytique: cela permet de caractériser avec plus de pro- 
fondeur le mécanisme des réactions chimiques étudiées. 

On améliore la partie scientifique du cours de biologie à l’école secon- 
daire. Le programme scolaire de biologie est déterminé par les réalisations 
modernes de la génétique, de la sélection et de la cytologie; la doctrine 
transformiste de C. Darwin est exposée correctement. On introduit de nou- 
veaux éléments de la théorie de l'évolution, de la cytologie, de l'écologie, 
de la biocénose et de la physiologie dans l'étude de la botanique et de la 
zoologie. 

Les disciplines littéraires n’ont pas été non plus négligées. Le cours d’his- 
toire donne une vue d’ensemble du développement social et il démontre le 
caractère progressif du passage des formes sociales inférieures aux formes 
supérieures. Le cours en question s’inspire des idées de la conception du 
monde scientifique: il évoque les lois qui régissent le remplacement d'une 
formation socio-économique par une autre, le rôle décisif des masses pro- 
gressistes en lutte pour l'indépendance et l'honneur de la Patrie, créatrices 
de la culture matérielle et intellectuelle. 

Faire comprendre aux élèves les traits individuels de chaque écrivain, 
les problèmes socio-politiques et moraux contenus dans l'oeuvre étudiée — 
tout cela permet d'élever le niveau scientifique, idéologique et esthétique 
de la littérature. 

L'amélioration du niveau théorique de l'enseignement des fondements 
des sciences dans l’école secondaire vise non seulement à surmonter le 
décalage entre l'éducation scolaire et le niveau de connaissance moderne, 
mais aussi à stimuler la curiosité des élèves, à favoriser leur propre pensée 
et leur travail individuel. 

Les leçons facultatives et leçons au choix de l'élève occupent une place 
considérable dans le plan d’études-type de l’école soviétique (voir tableau 
III). 

L'arrété du Comité central du parti communiste de l'Union soviétique 
et du Conseil des Ministres de l'URSS sur “les mesures à prendre en vue 
d'améliorer le travail de l'école secondaire" prévoit: (a) d'organiser des 
lecons facultatives d'aprés les disciplines choisies par l'éléve à partir de la 
7éme pour approfondir les connaissances et stimuler la curiosité et les apti- 
tudes des écoliers; (b) de créer un certain nombre d'écoles secondaires et 
de classes d'études plus spécialisées, théoriques et pratiques des mathé- 
matiques et des calculatrices électroniques, de la physique et de la radio- 
électronique, de la chimie et de la technologie, de la biologie et agrobiolo- 
&ie, des disciplines littéraires. j ; 

Le plan d'études-type, élaboré sur la base des recommandations faites 
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par la commission de l’Académie des Sciences de l'URSS et de l’Académie 
des Sciences pédagogiques fixe le nombre de leçons facultatives à l'école 
secondaire de la façon suivante: deux heures en 7ème, quatre heures en 
8ème, six heures en 9ème et 10ème (voir le tableau IIT). 

Le plan d’études de 1967/68 pour les écoles de République fédérative de 
Russie sanctionné par le Ministère de l'Instruction publique le 24 novem- 
bre 1966, prévoit déjà à ces fins une heure en 7ème, deux heures en 8ème, 
quatre heures en 9ème et 10ème. Les plans des autres républiques fédérées 
sont similaires. Au fur et à mesure de l'adoption des nouveaux program- 
mes, le nombre des leçons facultatives devient très voisin de celui fixé par 
le plan d'études-type. 

D'autre part, la formation polytechnique dans les classes supérieures se 
fera lors de stages au choix des écoliers (deux heures par semaine en 9ème 
et un stage d’un mois). 

En 1967-68, les leçons facultatives se feront d’après les programmes de 
deux types: a) chapitres et sujets complémentaires aux cours systémati- 
ques des fondements des sciences étudiés parallèlement aux thèmes inclus 
dans le plan d’études. b) cours spéciaux destinés à améliorer et approfondir 
certains aspects des cours systématiques. 

Par la suite, des leçons facultatives porteront sur des disciplines scolai- 
res supplémentaires, comme par exemple, la logique, la psychologie, la 
minéralogie. Compte tenu du fait qu'avant l'adoption par les écoles du 
nouveau plan d'études, les leçons facultatives sont strictement limitées, la 
Commission a recommandé de ne pas augmenter le nombre de disciplines 
avant 1970 et de se limiter pour la période indiquée à ces deux types de 
classes facultatives. 

Les chapitres et sujets complémentaires pour les cours systématiques 
servent à approfondir les connaissances des élèves en la matière, amélio- 
rent leurs acquis pratiques et favorisent leur intérêt à l'étude. Les chapi- 
tres complémentaires des cours facultatifs comportent des questions figu- 
rant dans les projets de nouveaux programmes, mais absents des program- 
mes en vigueur. 

L'étude des thèmes supplémentaires demande parfois d'autres connais- 
sances; la sélection et la profondeur de la recherche concernent le profes- 
seur. 

Le programme du cours fondamental et les thémes supplémentaires 
constituent ensemble un programme de type élevé du cours concerné pour 
une classe déterminée. Les programmes de type élevé existent pour toutes 
les disciplines étudiées dans les classes supérieures. 

L'on sait que l’école soviétique n'apprécie pas les éléves selon leurs dispo- 
sitions naturelles. Trois principes importants distinguent les classes facul- 
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tatives de l’école soviétique de l’organisation pratique et théorique des 
écoles qui tiennent compte des dispositions des élèves. 

1°) Chez nous, chaque élève peut suivre les leçons facultatives d’après le 
programme de type élevé. 

2°) On propose de choisir entre les disciplines ayant une même valeur 
instructive et éducative, comme les mathématiques, la physique, la chi- 
mie, la biologie, l’histoire, ou la littérature, parmi lesquelles l'écolier choi- 
sit celle qu'il préfère et celle où il le plus de chances de réussir. On n’admet 
pas, dans l’école soviétique, que l’un étudie la physique et un autre, un 
métier quelconque sans approfondir ses connaissances. 

3°) Les cours facultatifs s'appuient sur un enseignement suffisamment 
vaste, varié et obligatoire pour tous (85% des leçons dans les classes supé- 
rieures), ce qui permet d'entrer, une fois l'école terminée, dans n'importe 
quelle faculté. 

Les projets de programme de cours “Chapitres et sujets complémen- 
taires ...” prévoient que les leçons facultatives seront données par un des 
professeurs de ce cours; les lecons facultatives sont organisées simultané- 
ment avec le cours de base. Lorsque les lecons facultatives dont nous ve- 
nons de parler, sont assurées par un autre professeur que celui chargé du 
cours de base ou ont lieu à un autre moment (dans un autre semestre ou 
classe), le cours ‘Chapitres et sujets supplémentaires . . .” se présente sous 
forme d'un cours indépendant. Ainsi, les projets des programmes de cours 
facultatifs adoptés se distinguent des cours spéciaux de physique: loi de la 
conservation d'énergie dans la mécanique (en 8ème), chapitres choisis de 
la physique moléculaire (en 9ème), principes physiques de l'électronique 
(en 10ème), compositions et propriétés des substances (en 9ème et 10ème). 

Les cours spéciaux sont destinés à approfondir les connaissances des 
élèves et à former leurs habitudes pratiques; ils représentent une étude 
poussée des parties ou problèmes isolés d'une discipline scolaire ou son 
développement ultérieur. Recommandons, à titre d'exemple, les cours spé- 
ciaux suivants: 


Histoire: histoire des relations internationales et de la politique étrangère de 
l'URSS (classe de 10ème). j 

Mathématiques: mathématiques de calculs, éléments de la mathématique discréte, 
Programmation, espaces linéaires et méthodes de solutions de problémes de pro- 
grammation linéaire (en 9ème et 10ème). ` 

Dessin industriel: éléments de la géométrie descriptive, dessin industriel dans les 
mécaniques, dessin industriel dans le bâtiment et typographie (9ème et 10ème) ] 

Physique: principes physiques de l'électrotechnique (9ème), principes de la radio- 
électronique (10ème), principes de mesurages physico-techniques avec application 
pratique (9ème et 10ème), physique du cosmos (9ème). 


Chimie: principes de l'analyse chimique (9ème et 10ème), fondements de l'agrochi- 
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mie (9ème et 10ème), lois des réactions chimiques (10ème), technologie chimique 
(10ème). 

Biologie: physiologie des plantes (9ème), physiologie animale (9ème), physiologie 
de l’activité nerveuse supérieure et principes de psychologie (9ème). 

Géographie: géologie, principe de topographie et cartographie (9ème). 

Arts: chant et musique, dessin, histoire des beaux-arts (7ème et 8ème), histoire 
de la musique (8ème et 9ème). 

En règle générale, les cours spéciaux sont suivis après l'étude des problèmes 
respectifs inclus dans le plan d’études général. 


Ayant en vue l'étude approfondie des disciplines au choix des élèves, on 
recommande, là où cela est possible, de coordonner les cours facultatifs et 
l’apprentissage pratique (principes physiques de l’électrotechnique et la 
pratique en électrotechnique, ou physiologie des plantes et pratique en 
agriculture). 

Pour la langue étrangère, les leçons facultatives dans toutes les écoles 
pouvant organiser des cours facultatifs (dont il sera question ci-dessous) 
sont données d’après un programme à la fois du cours de base et complé- 
mentaire dans le cadre des groupes spécialement formés pour l'étude de la 
langue. Les groupes sont constitués depuis la 8ème, en présence de treize 
élèves au moins, ayant exprimé leur désir de suivre un programme de type 
supérieur. Les deux niveaux suivants sont prévus: (1°) cours de lecture en 
langue étrangère; (2°) cours de conversation et de lecture en langue étran- 
gère. 

Le premier est destiné aux élèves ayant obtenu vers la 8ème, de bons 
résultats dans l'étude de la langue étrangère, mais dont l'intérêt principal 
est orienté vers l'étude d'une autre discipline. Ce cours donne la priorité à 
la lecture et l'analyse des ouvrages scientifiques et à l'étude des phéno- 
ménes du vocabulaire et de la grammaire, propres au style livresque. Le 
programme de ce cours est réalisé en 10 heures par semaine en 8ème, 9ème 
et 10ème (quatre heures hebdomadaires en 8ème, trois heures en 9ème et 
en 10ème, y compris six heures de classe d’après le plan d'études de base 
en 8ème, 9ème et 10ème). 

Le deuxième cours facultatif, cours de conversation et de lecture, est 
destiné aux élèves ayant choisi la langue étrangère comme spécialité ou 
dont l’activité pratique nécessite de bonnes connaissances en cette matiè- 
re. Ce cours élargit le programme de lecture et d’exercises de conversation 
et d'écriture. Le programme élargi prévoit seize heures de classe par se- 
maine en 8ème, 9ème et 10ème (quatre heures en 8ème et six heures en 
dus et en 10ème), y compris six heures prévues par le programme de 

ase. 

En outre, l'apprentissage peut se faire, si les conditions sont réunies et 
si les écoliers le veulent, en fonction des activités nécessitant l'emploi de la 
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langue étrangère (dactylographie en langue étrangère, traduction, ou aide 
aux petits dans l’acquisition de la langue sous la responsabilité du profes- 
seur). 

Le conseil pédagogique de l'école est autorisé à introduire d'autres cours 
spéciaux, proposés par les professeurs de l’école ou par des spécialistes in- 
vités; on se doit toutefois, de veiller à ce que la grande ligne directrice de 
notre école, de l’école d'enseignement général, de travail et polytechnique, 
soit maintenue. 

En 7ème et en 8ème, les leçons facultatives sont organisées d’habitude 
pour une durée d’un an, les élèves pouvant changer de cours facultatif. Le 
choix d'un cours facultatif en 7ème et en 8ème n'implique pas leur future 
spécialisation en cette matière. La seule exception à cette règle est le cours 
de la langue étrangère, prévu pour deux ou trois ans. Les cours facultatifs 
en 9ème et en 10ème sont prévus pour ceux qui les suivent pendant deux 
années consécutives. Les programmes de 10ème s’appuient sur les con- 
naissances acquises lors de la fréquentation des leçons facultatives en 
9ème. 

Dans l’organisation des cours facultatifs, on doit absolument éviter: le 
drill pour les examens d'entrée dans les écoles d'enseignement supérieur et 
technicums, la transformation des lecons facultatives en sortes de lecons 
supplémentaires pour répéter les matiéres étudiées d'aprés le plan ordi- 
naire, la spécialisation étroite et abusive menant à l'oubli de toutes les 
autres disciplines excepté celle qu'on "aime", ou l'opposition de quelques 
disciplines à toutes les autres. 

C'est le conseil pédagogique de l'école qui tient compte des souhaits des 
élèves et qui annonce les disciplines qui seront enseignées facultative- 
ment. Le contenu concret et le caractére des lecons facultatives revien- 
nent au professeur qui en est chargé; ses propositions sont approuvées par 
le conseil pédagogique de l'école. Les conditions suivantes sont requises 
pour pouvoir dispenser des lecons facultatives: 

a) présence d'un professeur hautement qualifié se chargeant des leçons 
facultatives. 

b) salles et laboratoires nécessaires pour l’accomplissement des pro- 
grammes du cours facultatif. 

C) livres d'étude et manuels spéciaux pour les écoliers. 1 
Comme les livres en question n'auront pas été édités avant deux ou trois 
ans, les écoles devront les emprunter, en attendant, aux bibliothéques des 
villes; on peut aussi utiliser des livres de vulgarisation scientifique. C'est 
pourquoi, on recommande de faire grand usage des articles correspondants 
dans l'Encyclopédie pour enfants. ; 

S'il arrive que le nombre d'inscriptions pour un cours facultatif dépasse 
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le nombre de places disponibles, on donne priorité à ceux qui ont reçu de 
meilleures notes l’année précédente pour la discipline du cours ou pour des 
disciplines connexes. Tout examen éliminatoire est interdit. Il revient au 
professeur principal de la classe et au professeur chargé du cours facultatif 
de faire comprendre aux élèves qu'ils ne sont ni privilégiés ni favorisés 
d’être inscrits au cours facultatif, mais qu'ils ont le devoir de travailler 
plus que les autres; les enseignants ont aussi le droit de conseiller ou de 
déconseiller à tel ou tel autre éléve de prendre part au cours facultatif. 

On organise à la fin du cours théorique des travaux de contróle ou exa- 
mens si le nombre d'heures de cours était au moins de deux par semaine. 
Pour un cours scientifico-pratique, les résultats sont appréciés par le pro- 
fesseur, d’après le travail quotidien de l'éléve. Les notes reçues à un cours 
facultatif sont portées sur le certificat d'études secondaires. 

Puisque les cours facultatifs visent l'étude approfondie des disciplines 
scolaires à option des éléves et correspondent à leurs intéréts individuels, 
il faut étre plus exigeant et éviter toute participation formelle. Il ne faut 
pas oublier que la réduction du nombre de classes obligatoires ne poursuit 
pas uniquement le but d'étendre les lecons facultatives, mais aussi celui de 
mettre fin aux surcharges des enfants et leur permettre de travailler da- 
vantage eux-mémes sur les programmes du plan d'études commun, de lire 
les belles-lettres et livres de vulgarisation, de cultiver les arts et les sports. 

Les cours facultatifs sont autorisés par le conseil pédagogique, si douze 
à quinze élèves, au moins, sont inscrits. Le maximum d'éléves pouvant 
S'inscrire est déterminé par le responsable du cours, suivant le caractére du 
cours et les places dont on dispose dans les salles et laboratoires. 

Les classes et les écoles spécialisées pour l'étude approfondie des mathé- 
matiques, de la physique, de la chimie, de la biologie, des disciplines litté- 
raires sont organisées pour chaquecas par décision spéciale du Ministère de 
l'Instruction publique de la République fédérée. 

Les classes spécialisées sont formées dans les écoles à classes nombreuses, 
ayant toutes les conditions requises pour l'organisation des cours faculta- 
tifs et un nombre stable d'éléves voulant approfondir leurs connaissances 
théoriques et pratiques dans une discipline quelconque. Les écoles spécia- 
lisées du méme genre sont ouvertes si les mêmes conditions sont réunies, 
dans les grandes villes possédant plusieurs écoles secondaires. 

Pour certaines disciplines, les classes et écoles spécialisées ont quelques 
sections: en physique, par exemple, physique et radioélectronique, physi- 
que et électrotechnique, physique et machines calculatrices; en biologie: 
physiologie des plantes et agriculture, physiologie des animaux et élevage, 
microbiologie; en chimie: chimie et technologie, chimie et agrochimie, 
disciplines littéraires: langues frangaises, anglaise, allemande, etc. 
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Les classes et écoles spécialisées établissent des contacts avec les entre- 
prises, instituts de recherches et écoles supérieures similaires. Pour les dis- 
ciplines autres que celles de leur spécialisation, les classes et écoles spécia- 
lisées adoptent les mêmes programmes, plans et livres que les écoles ordi- 
naires. 

L’étude approfondie des fondements des sciences revét dans les classes 
et écoles spécialisées le méme caractére que lors des lecons facultatives; 
cependant, “les spécialités de la maison”, les leçons facultatives et d’ap- 
prentissage sont réunies dans un cycle spécial qui devient obligatoire. Il 
résulte de ce qui précède que l'élève, dans les classes et écoles spécialisées, 
a le droit de choisir, non pas la discipline qu’il va étudier, mais bien le 
genre ou type d'établissement où il va étudier. 

La commission de l'Académie des Sciences de l'URSS et de l'Académie 
des Sciences pédagogiques, chargée de rédiger des recommandations pour 
l'enseignement secondaire, attache une grande importance à l'organisation 
des cours facultatifs, écoles et classes spécialisées. La réalisation des me- 
sures envisagées permettra d'approfondir considérablement les connais- 
sances des éléves dans les matiéres choisies, d'attiser leur intérét pour 
l'étude, de stimuler en général les études des écoliers. L'expérience que 
l'on a acquise dans ce domaine gráce aux écoles N 710 et N 444 à Moscou et 
l'école N 157 à Léningrad, de méme que celle de dizaines d'autres écoles 
pratiquant depuis plusieurs années l'enseignement différencié, en fournit 
une preuve supplémentaire. 

Les études à option offrent la possibilité de faire apparaître dans l'en- 
seignement scolaire, les réalisations de la science, les réalisations de la cul- 
ture moderne et les particularités locales de chaque école; des change- 
ments et amendements notables n'affectent pas nécessairement les plans, 
Programmes et manuels de l'école secondaire générale. L'étude des disci- 
plines scolaires, selon le choix des éléves et compte tenu de leurs désirs et 
penchants, rend les leçons plus efficaces, améliore les résultats, déchaîne 
l'initiative créatrice des élèves qui sont mûs par d'autres facteurs quel'obli- . 
gation d'accomplir leurs devoirs. D'où l'intérêt accru pour la science, le 
goût de certaines activités pratiques, la meilleure préparation des élèves à 
la poursuite individuelle de leurs études aprés la fin des classes de l’école. 
En méme temps, l'étude à option rend l'enseignement secondaire plus ac- 
cessible à tous par l'exclusion des programmes obligatoires et des questions 
dont la connaissance n’est pas absolument indispensable pour tous les 
élèves. 

Pour toutes ces raisons, les cours facultatifs doivent attirer l'attention 
bienveillante des responsables des écoles et des organismes de l'instruction 
Populaire. 
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L'aide à apporter à ceux qui ont du retard dans leurs études ne sera nulle- 
ment négligée pour autant. Les programmes mentionnés dans le plan d'étu- 
des constituent cet élément indispensable fixé par l'Etat et qui doit être 
assimilé par chaque écolier; le gros des efforts de toutes les écoles va dans 
ce sens; on travaille à l'amélioration des connaissances et à la réduction du 
nombre d'élèves devant redoubler une année. Les enseignants sont assistés 
dans cette tâche par les élèves des classes supérieures. 

Les leçons facultatives ne remplacent pas les formes d'enseignement 
individuel, connues depuis longtemps: devoirs personnels combinés au 
travail collectif de toute la classe, cercles appartenant aux diverses disci- 
plines et autres formes d'activités postscolaires, cercles et écoles du soir 
pour enfants auprés des chaires des écoles supérieures, des instituts de 
recherches et laboratoires, auprés des clubs et bibliothéques, activités des 
écoliers dans les palais et maisons des pionniers et stations techniques 
pour enfants, de jeunes naturalistes. Tous ces moyens mis à la disposition 
des enfants pour développer leurs intéréts et capacités, jouissent d'un 
appui actif et efficace de la part de l'école. 


Contenu des principales disciplines scolaires 

Au cours des débats sur le contenu de l'enseignement à l'école secon- 
daire, nous avons assisté à diverses tentatives pour faire reculer les disci- 
plines du cycle littéraire: langues maternelles, russe et étrangères, littéra- 
ture, histoire, sciences sociales, géographie économique. La Commission 
a rejeté ces propositions et a maintenu la prédominance des matières lit- 
téraires dans le plan d'études de l'école secondaire. Elles occupent 40% du 
plan d'études d’après le plan-type au lieu de 37% d’après le plan de 1959 
(pour les écoles nationales des autres républiques fédérées et autonomes, 
ce chiffre atteint 47%). Pour la langue et littérature russes, le tableau V 
donne le nombre d'heures par an dans les divers plans d'études depuis 
1911. 

L'école a donc pour tâche principale de former les élèves qui ont une 


TABLEAU V 


Langue et littérature russes dans les plans d'études depuis 1911 


Gymnase VE 
pour garçons Ecole soviétique 
1911 1920 1927 1955 1959 projet 
He ONE 4à8 5à9 539 Sam sali 4810 


Nombres d’heuresparan 640 882 748 1108 1316 1446 
D EE 
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vaste culture 4 bien manier la langue russe et aussi leur langue nationale 
dans le cas des républiques fédérées de l'URSS. Les leçons pour l’assimila- 
tion de leur langue maternelle constituent la partie prédominante de l’édu- 
cation intellectuelle, morale et esthétique des jeunes. Il importe, comme 
l'a souligné M. Gorki, avant tout que la littérature exerce une influence 
profonde et simultanée sur la pensée et les sentiments de l'individu. 

Malheureusement, la Commission se trouve obligée de réduire quelque 
peu le nombre de leçons en langue étrangère. Cette insuffisance est com- 
pensée en grande partie par des lecons facultatives et lecons au choix. 

Le deuxiéme groupe des disciplines littéraires comprend l'histoire, les 
sciences sociales, la géographie économique de l'URSS et la géographie des 
pays étrangers. Les trois dernières disciplines ont gardé le volume qui fut le 
leur à l'école de 11 ans. Bien qu'il y ait deux heures de moins par semaine 
qu'auparavant, l'histoire sera étudiée plus consciencieusement. En effet, 
d'aprés le plan en vigueur, l'histoire de l'URSS et l'histoire des temps mo- 
dernes et contemporaine étaient étudiées à deux reprises: en 7éme, 25 
heures et en 9ème, 30 heures. La structure concentrique est abandonnée au 
profit de la structure linéaire, qui prévoit de l'étudier une seule fois, en 
8ème, pendant 50 heures. Il en est de méme pour les autres périodes de 
l'histoire soviétique et mondiale. 

Le plan d'études-type augmente la part respective des mathématiques 
et des sciences naturelles jusqu'à 36,6% contre 30% du plan précédent de 
1959. Le tableau VI indique la place qui revient à ces disciplines dans le 
nouveau plan par rapport aux plans antérieurs. 


TABLEAU VI 


Les mathématiques et les sciences naturelles dans le nouveau, 
plan pour rapport aux plans antérieurs 


Nombre d'heures par an 


1 Stra ander; LE 
Matiere 1955 1959 projet 
Mathématiques 1980 2115 1832 
Dessin industriel 132 149 113 
Physique et astronomie 557 670 613 
Chimie 347 407 350 
Biologie (y compris les sujets biologiques 
de l'étude de la nature en 4ème) REN RI SPAN cul 
3464 3796 3350 
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La situation des “sciences” par rapport aux autres pays socialistes et à 
quelques pays capitalistes se présente dans les tableaux VII et VIII. 
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TABLEAU VII 
Les matières scientifiques dans les plans d'études des pays socialistes 


Nombre total d'heures par an 


Matière URSS Bul- Hon- RDA Chine Po- Rou- Tchéco- 

garie grie logne manie slova- 

quie 

Mathématiques 1832 1696 1964 1914 2402 1646 1782 1881 
Dessin (industriel) 

et arts plastiques 330 358 429 396 306 320 362 429 


Physique et astro- 

nomie 613 524 475 528 510 528 528 561 
Chimie 350 392 363 396 304 304 330 363 
Biologie 442 464 533 528 510 528 528 495 


Nous avons pris à des fins de comparaison les plans d’études des écoles 
qui garantissent à leurs élèves le droit d'accès dans tous les établissements 
supérieurs. Il est clair que notre plan accorde suffisamment d’heures pour 
les mathématiques, la physique, la chimie, la biologie, ce qui est un fac- 
teur positif. 


TABLEAU VIII 


Les matières scientifiques dans les plans d'études de la URSS 
et de quelques pays capitalistes 


Nombre total d’heures par an 


Matière URSS Grande- France RFA USA Japon 
Bretagne 

Mathématiques 1832 2280 2034 1872 1800 1960 
Dessin industriel et arts 
plastiques 330 480 378 108 720 245 
Physique et astronomie 613 446*) 414 429 180 175 
Chimie 350 280*) 342 351 180 175 
Biologie 442 460*) 512 624 680 605 
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*) Ce nombre est composé des heures pour cette matiére plus les heures du cours 
d'histoire naturelle dont elle fait partie. 


Le côté négatif du plan d'études soviétique est le nombre insuffisant 
d’heures pour l’enseignement des arts plastiques, la musique et la culture 
physique. Nous voyons le remède à cet état de choses dans le fonctionne- 
ment plus énergique des cercles d'amateurs et le développement des acti- 
vités postscolaires. Le réseau de ces centres est dense: plus de 12.000 Pa- 
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lais et Maisons de pionniers, écoles sportives pour enfants, centres du 
tourisme, écoles de musique, etc. Le récent arrété du Comité Central du 
Parti Communiste d'Union Soviétique et du Conseil des Ministres de 
l'URSS introduit dans les écoles le poste d’organisateur pour les activités 
extra-scolaires, jouissant des droits du directeur-adjoint de l'école (no- 
vembre 1966). 


Affermissement des liens entre l'étude et la vie pratique 

La réalisation de l'instruction secondaire complète et générale souligne 
encore davantage qu’en 1958, la nécessité de combiner la préparation des 
élèves à la continuation de leurs études et la préparation aux activités 
pratiques. Dans le quinquennat qui vient, le nombre de ceux qui termi- 
nent l’école secondaire augmentera de quatre à cinq fois par rapport au 
quinquennat précédent; bien entendu, la majorité n’entrera pas dans les 
écoles supérieures et devra exercer une autre activité dans une autre 
sphére quelconque de la production. 

Aujourd’hui, l’école soviétique ne se crée pas pour tâche de former les 
élèves professionnellement ; à cet effet, il existe chez nous un réseau d'éta- 
blissements professionnels primaires, secondaires et supérieurs. Ce réseau 
est en perpétuelle expansion. En 1969, ils ont admis 3.500.000 de jeunes, 
dont 900.000 dans les écoles supérieures, 1.200.000 dans les technicums et 
autres établissements secondaires, 1.400.000 dans les écoles professionnel- 
les. L'école secondaire est appelée à préparer les élèves au choix conscient 
et délibéré de leur avenir et de leur inculquer l'amour du travail pour le 
bien commun. Cette tâche s’accomplit pour toute la vie à l'école soviétique 
et en particulier, parla formation polytechnique dans le travail des élèves. 
La pédagogie soviétique garde entièrement ses idées sur le polytechnisme 
et la combinaison de l'études et du travail comme base du développement 
harmonieux de la personnalité humaine. E 

La formation polytechnique et du travail se perfectionne sous l'influence 
du progrès scientifique et technique, des nécessités différentes de la socié- 
té, compte tenu également des voeux et des aptitudes des écoliers. : 

Les idées de la formation polytechniques et de la combinaison du travail 
et des études se basent sur le rapprochement de la science et de la produc- 
tion. Lorsque la science se développera sur la base du travail, le travail, 
selon K. Marx, deviendra une science créatrice, matérialisée en objets. Le 
Progrès de la science et le changement du caractère du travail tendent 
Précisément dans ce sens. Le quinquennat suivant constitue notamment 
un pas important dans la voie d’effacement des différences substantielles 
entre le travail manuel et intellectuel. Mais en déterminant le contenu de 
la formation polytechnique et du travail des élèves, nous avons voulu 
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éviter nos récentes erreurs, quand, au lieu de réaliser quelques mesures 
déjà possibles dans le sens de la polytechnisation, comme le demandait 
V. Lénine (cf. “Notes sur les thèses de N. K. Krupskaja: De la formation 
polytechnique.”), on posait à l'école des tâches découlant de nos représen- 
tations idéales sur une société de l’avenir. Et plusieurs écoles, de même 
que le milieu productif n'étaient pas encore mars pour la solution de ces 
problèmes. Nous partons, dans nos analyses, des réalités d'aujourd'hui, 
sans oublier pour autant les perspectives et tendances dans la vie des 
écoles qui préparent la génération montante au travail intellectuel et ma- 
nuel. 

Nous avons retenu les lignes suivantes dans le perfectionnement de la 
formation et du travail des éléves: continuer les efforts pour surmonter, 
dans les connaissances, les éléments du formalisme; persister dans l'étude 
consciente des données sur la nature et la société; former à l'acquisition de 
nouvelles connaissances. L'application des connaissances reçues dans le 
travail, dans la vie sociale et quotidienne est un point central où se conju- 
guent les efforts en vue d'obtenir un niveau de connaissances élevé suscep- 
tible de permettre la continuation des études et de vivre dans la société, de 
travailler, en vue d'assurer un épanouissement harmonieux de la person- 
nalité. Cette liaison de l'étude et de la vie est conforme aux perspectives 
sociales, économiques et culturelles de notre société et au róle croissant de 
la science dans ces processus. L'école soviétique a accumulé une riche ex- 
périence dans ce travail; il convient maintenant de la développer convena- 
blement. 

Un autre moyen de perfectionnement de la formation polytechnique et 
du travail est la réalisation du principe polytechnique dans l'étude des 
sciences, surtout en ce qui concerne les sciences naturelles. A cet effet, il 
importe de faire connaître aux élèves, théoriquement et pratiquement, 
toutes les industries principales et de leur apprendre le maniement des 
instruments et outils de travail. On a essayé de résoudre ce probléme en 
créant un cours spécial des principes de la production moderne; cette ten- 
tative échoua. Cela ne faisait que détacher l'enseignement polytechnique 
de l'étude des fondements des sciences. Pour ne pas retomber dans l'erreur 
ancienne, les nouveaux programmes initient les éléves aux principes scien- 
tifiques des principales industries au cours de l'étude de la physique, de la 
chimie, de la biologie, et des autres matières du cycle “sciences”. 

Le programme de physique prévoit l'étude des mécanismes les plus ré- 
pandus, des moteurs thermiques, des questions de production; de trans- 
fert et d'utilisation de l'énergie électrique; les éléves apprennent les no- 
tions de télécommunications, de l'électro- et radiotechnique. 

Le programme de chimie contient des renseignements concernant les 
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principes scientifiques de la production chimique et les grandes lignes de 
chimisation de l'économie nationale. Sur l'exemple de production de l'aci- 
de nitrique de l'ammonium, des engrais chimiques etc., on parle du fonc- 
tionnement des entreprises chimiques. La description du processus de pro- 
duction des métaux, des matériaux de construction, de la chimisation de 
l'agriculture, tout cela permet d'évoquer l'importance dela chimie pour les 
autres branches de l'économie nationale. Le cours de chimie organique 
donne l'occasion de parler de la transformation de la production des pro- 
duits organiques (chimie du pétrole, du gaz naturel). Cette liaison organi- 
que entre l'étude des sciences et celle des principes de la production mo- 
derne est comme le fil rouge des autres matières du cycle “sciences”. 
L'augmentation de la part relative aux travaux pratiques et de labora- 
toires, la projection de films et les visites dans les entreprises poursuivent 
le méme objectif. 

Apprendre à appliquer les connaissances scientifiques dans la vie et étu- 
dier les principes de la production moderne pendant les classes, c'est beau- 
coup, mais ce n'est pas tout. Les disciplines d'enseignement général sui- 
vent la logique des connaissances générales; elles ne donnent pas un systè- 
me de connaissances technologiques méme élémentaires, ni le systéme 
d'acquisitions pratiques du maniement des instruments et dispositifs lar- 
gement employés. 

Pour résoudre cette táche, on fait entrer dans le plan d'études de l'en- 
seignement secondaire une matiére à part, l'apprentissage. Ce serait une 
erreur que de confier à cette matière toutes les tâches se rattachant à la 
formation polytechnique et du travail des enfants, de méme que de sous- 
estimer son róle. L'apprentissage, en tant que discipline du secondaire, 
comporte deux degrés: de la 1ère à la 8ème, l'apprentissage est élémentaire 
et a pour but de créér chez les élèves des automatismes dans la technique, 
l'agriculture et les sciences ménagères, de méme que des connaissances 
technologiques nécessaires pour que ces dernières soient profitables. A ce 
stade, l'apprentissage se fait dans des ateliers et des salles de l'école et 
dans les terrains agricoles attenant à l'école. En 9ème et 10ème, l'appren- 
tissage acquiert le caractére d'une étude approfondie, sur de solides bases 
scientifiques et polytechniques, de la technologie d'une branche; c'est déjà 
le niveau de la formation préprofessionnelle. L'étude est organisée sous 
forme de stages scientifico-techniques aussi bien dans les ateliers et labo- 
ratoires de l'école que dans les entreprises voisines. N d 

On veille à ce que ces stages soient étroitement liés aux matières d'en- 
seignement général (physique, chimie, biologie) ; les stages préparent réel- 
lement aux activités pratiques. 

Suivant les conditions, le conseil pédagogique de l'école propose aux 
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élèves de 9ème et de 10ème, un des stages au choix: dessin industriel, étude 
de l'automobile et du tracteur, électrotechnique, technologie chimique, 
technologie mécanique, culture des plantes, élevage. 

L'organisation du travail socialement utile des élèves présente un élé- 
ment important de la formation polytechnique. Les programmes du se- 
condaire prévoient que les études pratiques dans les ateliers, terrains agri- 
coles et les stages des élèves de 9ème et 10ème, soient, en règle générale, 
utiles. L'école encourage les activités des pionniers et des Komsomols 
ayant lieu en dehors des classes (protection de la nature, aménagement de 
la cour scolaire et du district, parrainage des établissements de culture, 
protection des monuments historiques et de gloire militaire, participation 
aux travaux champêtres, travail des jeunes naturalistes, des cercles tech- 
niques) — tout cela, bien entendu, à condition de ne pas nuire à l'étude. 

Toutes les mesures visant à perfectionner le contenu de l’enseignement à 
l'école secondaire sont appelées à assurer de meilleures conditions de pas- 
sage à l'instruction secondaire complete et générale, prévue pour 1970. 
De cette manière, on n'assurera pas seulement l'entraînement à l'étude de 
tous les enfants en âge scolaire, mais on portera aussi à un niveau supé- 
rieur le niveau d'enseignement et d'éducation de tous ceux qui terminent 
l'école secondaire. 
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CURRICULUM REFORM IN THE SOVIET SCHOOL 
by A. M. ArsEn’Ev, Moscow 


In the wake of the 1958 law on strengthening the ties between school and practical 
life, from 1961 to 1963 Soviet education authorities and the Academy of Pedagogical 
Sciences carried out a study of the effects on student achievement. The general level 
had improved, but the students' ability to make logical and discriminating judge- 
ments was often unsatisfactory. Moreover, modern advancements in science an 
technology had not been adequately assimilated into the curriculum. As a result of 
the study, a Commission was created in 1963 by the Academy of Sciences and the 
Academy of Pedagogical Sciences to make proposals for reform. Working from its 
final recommendations, in November 1966 the Central Committee of the Communist 
Party and the Council of Ministers of the USSR issued a decree on “Measures to 
improve the work of the secondary school”. The plan of studies reduces the number 
of compulsory lessons while increasing the number devoted to electives. The debates 
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on the reform dealt at length with the relation between the school and modern 
science. The Commission stressed that the development from classical to modern 
science is continuous; classical concepts often remain essentially valid and thus use- 
ful for the curriculum. Rather than extending the length of schooling to cope with 
the vast increase in the quantity and complexity of scientific knowledge, it is neces- 
sary to provide continuous opportunity for education later in life. To reduce the gap 
between the plan of studies and modern science, the Commission urged improving 
the ideological and scientific level of the curriculum, and enlarging the range of 
elective subjects. Course content must be structured in accordance with modern 
scientific principles, using “key concepts”, proceeding gradually but rigorously 
from the concrete to the theoretical, and avoiding the tendency to cater excessively 
to the supposed psychological requirements of the children. This emphasis on logic 
and abstract theory should help develop the ability to think creatively. This is also 
an aim of the elective courses, which are all of basic value and at a higher level than 
the compulsory ones. Thus no student is allowed merely to follow his inclinations 
without deepening his knowledge, and every student may enter any faculty at the 
university on completing school. Elective courses, as well as specialised schools and 
classes, make it possible to bring more of modern science into the schools and enable 
them to adapt better to local conditions. In every possible way, the ties between 
school and practical life must be further strengthened. The goal is a rapprochement 
between science and production. More than ever, the various branches of industry 
are studied in close connection with the related sciences. An apprenticeship has been 
introduced: in the first eight grades, the student learns elementary technological 
habits and concepts. In the 9th and 10th years, he studies the scientific and tech- 
nological foundations of a branch of industry. 


CURRICULUM-REFORM IN DER SOWJETISCHEN SCHULE 
von A. M. ARSEN'Ev, Moskau 


Auf Grund des Gesetzes von 1958, das eine engere Verbindung von Schule und 
praktischem Leben anstrebt, wurde von den sowjetischen Unterrichtsbehérden und 
der Akademie für Erziehungswissenschaften in den Jahren 1961 bis 1963 eine Unter- 
suchung tiber die Auswirkungen dieses Gesetzes auf die Schiilerleistungen durchge- 
führt. Es wurde festgestellt, daB sich das allgemeine Niveau zwar verbessert hatte, 
die Denk- und Urteilsfahigkeit der Schüler jedoch vielfach zu wünschen übrig ließen. 
Außerdem stellte sich heraus, daß neuere Entwicklungen in Wissenschaft und Tech- 
nik im Lehrplan kaum berücksichtigt worden waren. Auf Grund dieser Untersuchung 
wurde von der Akademie der Wissenschaften und der Akademie für Erziehungswis- 
Senschaften im Jahre 1963 eine Kommission beauftragt, Reformvorschläge auszu- 
arbeiten. Unter Zugrundelegung ihrer Empfehlungen verabschiedeten das Zentral- 
komitee der KPdSU und der Ministerrat der UdSSR im November 1966 den 
Beschluß über "Maßnahmen zur weiteren Verbesserung des Unterrichtsin der Sekun- 
darschule”. Im neuen Lehrplan wurde die Zahl der Pflichtstunden herabgesetzt und 
die der fakultativen Stunden erhöht. Die im Zusammenhang mit der Reform ge- 
führte Debatte befaßte sich eingehend mit dem Verhältnis von Schule und moderner 
Wissenschaft. Die Kommission betonte, daß die Entwicklung von der klassischen 
zur modernen Wissenschaft kontinuierlich verläuft; klassische Begriffe behalten im 
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wesentlichen oftmals ihre Gültigkeit und kónnen insofern weiter als Grundlage für 
den Lehrplan dienen. Um dem raschen Zuwachs in Quantitát und Komplexitát auf 
allen Gebieten modernen Wissens gerecht zu werden, sollten anstelle einer Ver- 
làngerung der Pflichtschulzeit stándige Weiterbildungsmöglichkeiten nach Ab- 
schlu8 der Schule geschaffen werden. Um die Lücke zwischen Lehrplan und moder- 
ner Wissenschaft zu schlieBen, empfahl die Kommission, das ideologische und wis- 
senschaftliche Niveau des Lehrplans anzuheben und dem fakultativen Unterricht 
größeren Raum zu gewähren. Der Lehrstoff sollte unter Verwendung von ''Schlüssel- 
begriffen’’ nach modernen wissenschaftlichen Grundsätzen strukturiert sein und die 
Schüler allmählich vom gegenständlichen zum abstrakten Denken führen, ohne der 
Tendenz zu erliegen, allzu sehr auf die angeblichen psychologischen Bedürfnisse der 
Kinder einzugehen. Die Betonung des logischen und abstrakten Denkens sollte be- 
sonders die Entwicklung der kreativen Fähigkeiten fördern. Dieses Ziel wird auch 
im fakultativen Unterricht verfolgt, der nicht nur grundlegende Kenntnisse vermit- 
telt, sondern auch auf höherem Niveau als der Pflichtunterricht steht. So kann sich 
kein Schüler nur seinen Neigungen hingeben, ohne zugleich auch seine Kenntnisse 
zu vertiefen und jeder Schüler kann sich nach Schulabschluß an jeder Fakultät einer 
Universität bewerben. Fakultativer Unterricht sowie Spezialklassen und Schulen 
bieten die Möglichkeit, die moderne Wissenschaft in stärkerem Maße als bisher in 
den Unterricht aufzunehmen und diesen zugleich den lokalen Gegebenheiten anzu- 
passen. Die Verbindung von Schule und praktischem Leben muß in jeder Weise ver- 
stärkt werden, wobei das Ziel die Annäherung von Wissenschaft und Produktion ist. 
Mehr als je zuvor werden heute die verschiedenen Industriezweige in enger Ver- 
bindung mit den betreffenden Wissenschaften studiert. Daher wurde folgende Aus- 
bildung in den Schulen eingeführt: In den ersten 8 Klassen lernt der Schüler allge- 
meine technologische Grundbegriffe und Verhaltensweisen, und in der 9. und 10. 
Klasse beschäftigt er sich mit den wissenschaftlichen und technologischen Grund- 
lagen eines bestimmten Industriezweiges. 


PLANNING FOR CHANGE IN EDUCATION: 
QUALITATIVE ASPECTS OF EDUCATIONAL PLANNING 


by PEr Darın, Paris 


In an important sense this world of ours is a new world, in which the unity of 
knowledge, the nature of human communities, the order of society, the order of 
ideas, the very notions of society and culture have changed and will not return to 
what they have been in the past. What is new is new not because it has never been 
there before, but because it has changed in quality. One thing that is new is the 
prevalence of newness, the changing scale and scope of change itself, so that the 
world alters as we walk in it, so that the years of man’s life measure not some small 
growth or rearrangement or moderation of what he learned in childhood, but 2 
greatupheaval ... To assail the changes that have unmoored us from the past 15 
futile, and in a deep sense, I think, it is wicked. We need to recognise tbe change 
and learn what resources we have.) 
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Educational planning is an exercise developed in the past ten years to 
cope with the increasing number of students coming into and going out of 
our educational institutions and to meet the need for manpower in our 
societies. The main concern has been educational growt, increasing en- 
rolments and essentially doing the same thing for more students. That 
goal, of course, has been valid until recently and is still valid in many 
countries in the world. An increasing number of countries, however, have 
realised that the process of educational growth itself has created new si- 
tuations. Countries are now faced with the unprecedented problem of 
combining the process of rapid educational expansion with the reshaping 
of the entire educational system. The student population is different, 
while the structure of the system and the teaching process have more or 
less remained the same. Society is undergoing change, and the relation- 
ship between school and society has to be altered accordingly. 

The main problem in the Western world is no longer that of growth, but 
rather that of building a world where authentic needs can be met in a more 
meaningful way. Growth without change in direction and targets is no 
longer meaningful, either in general policy or in educational policy. The 
qualitative aspects of educational planning are therefore no more than 
critical questions about human goals and values. The planner has to ask 
qualitative questions like “Why do we change?”, “Where do we go?”, 
“Whom do we serve?” Planned change is not merely a problem of social 
technology, but above all a question of goals and values. The planning 
concept itself, including the role of the planner, must be critically ex- 
amined. 


The Change Process 

In order to understand the planning process, it is necessary to under- 
stand the process of change in education. First of all, can the educational 
process be planned? Is it possible to find a role for the planner which 
enables him to direct the change process towards desirable goals which are 
determined by a democratic process? Se 

Attempts to direct change in qualitative terms have shown that it is a 
time-consuming and difficult task. In some countries major changes in 
educational structures take more than twenty years to implement. Cur- 
riculum changes have, up to now, required more than ten years. Changes 
in teacher/student relationships and the decision-making process take 
even longer. In a rapidly changing society we must find new and better 
techniques to deal with the different areas of change, especially inside 
complex organisations such as the educational system. 
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Major Strategic Orientations for Change 

There is a considerable amount of literature dealing with strategies for 
change in education. Ronald Havelock?) has, in recent publications, de- 
rived four major orientations which are in operation at present. 


r. Problem Solving (PS). The assumption behind this orientation is that 
innovation is part of a problem solving process which goes on inside the 
user, or client. Problem solving can be defined as a series of activities 
beginning with a need, sensed and articulated by the client, which is 
translated into a statement and diagnosis of the problem. Once the state- 
ment is formulated, the client is able to conduct a search and retrieval of 
ideas and information which can be used to select or articulate the inno- 
vation. The user must also concern himself with adapting the innovation, 
testing and evaluating its effectiveness in satisfying his original need. 

The user, his needs and the measures he takes to satisfy them are the 
focus of this type of innovation; outsiders therefore play a consultative or 
collaborative role. The outside “change agent” may assist the user either 
by providing new ideas and innovations directly relevant to the diagnosis, 
or by providing guidance on the process of problem solving at any or all 
of the indicated stages. 

This approach has been used in some projects in the United States in the 
past few years (e.g. The Coped Project). There are many strategies derived 
from this process, such as system self-renewal, action research, collabo- 
rative action, enquiry, human relations laboratories, consultation, and 
sharing practice innovations. Tactics which are usually associated with 
this tradition include sensitivity training groups, reflection, authentic 
feed-back, brain-storming and synectics. 

2. Social Interaction Strategic Orientation (SI). Emphasis here is placed 
on the patterns by which innovations diffuse through a social system. The 
innovation itself is viewed as something relatively fixed and concrete, for 
example a fertilizer, a new kind of seed, a new drug, or a new curriculum 
package. Such diffusion phenomena are susceptible to quantitative em- 
pirical analysis. 

Most research associated with this social interactionist school tends to 
support five generalisations about the process of innovation diffusion: (1) 
that the individual’s adoption behaviour is influenced by his network of 
social relations ; (2) that his place in the network (his centrality, peripher- 
ality, isolation) is a good predictor of his rate of acceptance of new ideas; 
(3) that informal personal contact is a vital part of the influence and 
adoption process; (4) that group membership and reference group identifi- 
cations are major predictors of individual adoption; (5) that the rate of 
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diffusion through a social system follows a predictable pattern: a very 
slow beginning followed by a period of very rapid diffusion, followed in 
turn by a long late adoption or “laggard” period. 

Most evidence concerning this theory comes from rural sociology ; how- 
ever, these five propositions have been demonstrated in a remarkably wide 
range of situations in every field of knowledge and for every conceivable 
adopter unit including individuals, business firms, school systems and 
states. 

Although SI theorists generally prefer not to meddle with the process, 
but to sit back and observe its natural course, Havelock does mention 
some four strategies: natural diffusion, natural communication network 
utilisation, network building, and the multiple media approach. Associ- 
ated tactics would be mass media dissemination, and agent’s and sales- 
man’s approaches, 

As can be seen from both these orientations, the change process can be 
looked upon as a normative re-education approach stemming from psycho- 
logists such as Ron Lippitt, Kenneth Bene, Matthew Miles and I. Brad- 
ford.3) Most of the research has been done in small school districts or in 
single schools using the school as the unit for change. There is evidence 
that in education any of these approaches can work separately, 

3. Research, Development and Diffusion (R, D and D). The most system- 
atic categorisation of processes related to educational innovation is that 
evolved first by Brickell and later by Clark and Guba, under the heading 
“Research, Development and Diffusion".4) This orientation is guided by 
at least five assumptions. First, there should be a rational sequence in the 
evolution and application of an innovation, including research, develop- 
ment, and packaging before mass dissemination takes place. Second, there 
has to be planning, usually on a massive scale over a long time span. Third, 
there has to be a division and coordination of labour to accord with the 
rational sequence and planning. Fourth, it is assumed that a more-or-less 
passive but rational consumer exists who will accept and adopt the inno- 
vation if it is offered to him in the right place at the right time and in the 
tight form. Finally, the proponents of this viewpoint are willing to accept 
high initial development costs prior to any dissemination activity, pro- 
vided the anticipated long-term benefits in efficiency and quality of the 
innovation are great and it is suitable for mass audience dissemination. 

R, D and D is itself a strategy for planned innovation but in practice 
the model has been spelled out in a number of different forms, each of 
which stresses one or another of these steps: development of high-per- 
formance products, information system building, engineered diffusion 
Projects and programmes, experimental social innovation, administered 
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and legislated change, and systems analysis approaches to innovation. 
There are many tactics associated with R, D and D strategies. Some 
of them can be found in any R and D activity. Experimental demon- 
stration, research evaluation of adoption success and failure, user need 
surveys and packaging for diffusion are some of the most common tactics. 
4. The Linkage Concept. Havelock has developed a “linkage” concept 
which unifies the above-mentioned strategies. Each of the strategies, he 
believes, should be viewed as different but equally important aspects of a 
total process. According to his principle, the essential starting point is the 
entire problem solving process of the user; however, the process of search- 
ing for and retrieving new outside knowledge relative to the problem- 
solving cycle is spelled out in greater detail: 


To co-ordinate helping activities with user problem-solving activities, the outside 
resource person (or system) must be able to recapitulate or simulate that entire 
process, Technically speaking, the resource person needs to develop a "good model” 
of the user system in order to “‘link’’ to him effectively. Clinically speaking, we may 
find that he needs to have empathy or understanding. 

At the same time, the «ser must have an adequate appreciation of how the resource 
system operates. In other words, he must be able to understand and partially simu- 
late such resource system activities as research, development and evaluation.) 


Havelock sees seven major factors which predict successful innovation: 


I. Linkage 


Linkage means in barest essentials, the degree of interpersonal and intergroup 
connectedness. Innovativeness is directly proportional to the strength and variety 
of linkages between the innovator and the diverse resource systems which are 
televant to his needs. 


2. Structure 

Effective innovation and innovation-diffusion must take place within a coherent 
framework, a structure which designates a rational sequence of goal-setting, plan- 
ning, and execution, and a definition, division, and co-ordination of sub-tasks. 
Successful innovators do not all follow the same structure, but they all follow some 
structure. Coherent structure is also an important element of the successful inno- 
vation itself. 


3. Openness 

Openness to new ideas is virtually synonymous with “innovativeness”. Successful 
innovation processes require some degree of openness by both user and resource 
system. There are several dimensions of openness that should be considered e.g. : (a) 
openness to receiving new ideas; (b) active eagerness to seek out new ideas; (c) active 
desire for self-renewal; (d) openness to give new ideas to others; (e) openness to 
listening to the problems of others and (f) openness to giving authentic non-evalu- 
ative feedback. 
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In some sense openness and structuredness are opposite and incompatible, but 
successful innovation requires a happy balance of the two. 


4. Capacity 

This is a summary concept which ties together the highly intercorrelated variables 
of wealth, power, status, education, intelligence, and size and sophistication of 
operation of the target system. High capacity systems are more likely to be inno- 
vative because, in a figurative and literal sense, they have more “risk capital’’ at 
their disposal. Those who start with the most resources and capabilities are in the 
best position to accumulate even more of the same. 


5. Reward 

It is a fundamental psychological fact that rewarded behaviour tends to be re- 
peated. The sender won’t send if he doesn’t get rewarded for sending and the receiver 
won’t receive if he doesn’t get rewarded for receiving. Processes which lead to 
successful innovation must include a sequence of intermediate steps which have pay- 
off value to all the parties involved. 


6. Proximity 

The research conducted in the S-I tradition seems to demonstrate over and over 
again that proximity to the source of innovation is a good predictor of innovative 
behaviour. The greater the opportunity for meaningful contact and mutual stimu- 
lation between innovation originators and other members of the social system, the 
greater will be the likelihood of diffusion to those others. 


7. Synergy 

A final point to keep in mind is the need for considerable redundancy in innovative 
diffusion processes. A single exposure to a new idea is rarely, if ever, sufficient 
stimulus for innovation. Potential users require repeated inputs in the same medium 
and different media and from various sources before they become sufficiently moti- 
vated to innovate. We have labelled this summation or redundancy factor as 
“synergy”. It is a very significant predictor of innovation. 


The Missing Concept. The “linkage” concept is, in this author's opinion, 
the most advanced concept of change in education today, and could be a 
basis for practical implementation in relation to the planning process. It 
does, however, omit one of the basic problems of change at the present 
time. Many of our schools and universities are faced with conflicts and 
crises which indeed seem to have an effect and in fact alter the educational 
scene more rapidly than any form of systematic change. Is it possible to 
cope with conflicts and crises in the educational system without an under- 
standing of the “power system” in education? To date, the quality of edu- 
cational response to crises has been less than enlightened. It is imperative 
to strive for a fresh understanding of the dynamics underlying crises, to 
design, test and disseminate productive responses to unrest, and to con- 
ceive and develop new forms of schooling and school governance relevant 


to underlying problems. 
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Educational planning has to deal with both long-term and short-term 
problems. If we cannot arrive at a strategy which can help us to cope with 
a crisis, we will not be able to help the educational system toward a better 
future in the long run. Crises may contain the seeds for change, but they 
do not necessarily lead to positive change. 


Planning Educational Changes: Present Planning Concepts 

Is it possible to plan educational changes? The question is relevant be- 
cause the answer depends on the understanding of the change process. If 
one of the major problems of our society today is the distance between the 
policy-makers and the technocrats, and the younger generation, what are 
the consequences for the planning process? If the real changes today come 
from conflicts and crises in our schools, what influence can a planner have 
on the change process? If the power for change lies in the hands of the 
agitators of the student groups, who is the real planner or policy-maker ? 
If the change process is understood as a problem-solving one, which implies 
that basic changes have to come from the self-understanding of the par- 
ticipants in the learning process, what then is the role of the planner? If 
nothing can be disseminated in the form of packed ideas and “implemen- 
ted” in new schools, then what can possibly be planned? 

The concept of planning depends heavily on our understanding of the 
change process. If we conceive that process as individualistic and decen- 
tralised, as in the first two examples above, we will derive quite different 
concepts of planning than if we understand it to be mainly R, D and D. 

Planning has been defined by Waterston 9) as an “organised, conscious 
and continual attempt to select the best available alternatives to achieve 
specific goals”. This wide definition can be applied to the qualitative 
aspects of educational planning. We can view the planner as an expert who 
serves the educational community and who helps to select satisfactory 
solutions to achieve desired goals. Often the planneris seen as a technocrat 
with mysterious statistical and quantitative techniques. He is often iso- 
lated from day-to-day educational life and therefore not really involved in 
the problems of the schools. He is looked upon as a long-term analyser, not 
primarily concerned with present problems. He is also understood as the 
man with the “master plan”, the man with the keys to the future. This 
concept of the planner is clearly too much a matter of “from-the-top-to- 
the-bottom-thinking”. 

Since planners usually build their forecasts on quantified phenome 
na, they consequently build the future on the present. They reason as 
follows: “If existing trends continue ..., then we will face certain prob- 
lems". Most planners, of course, realise that present trends cannot con- 
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tinue, and that alternative trends must be developed. They are then in- 
volved in conceiving “alternative futures”, defining alternative goals and 
strategies for the future educational systems. Such thinking is important, 
yet changes in educational systems still seem to be determined more by 
static present practice and goals, than by real alternative thinking. 

The problem with the “planning the future” is of course that we know 
so very little aboutit! As Guy Benveniste ?) points out: “Science, particular- 
ly social science, does not provide any basis for determining just what will 
happen in the future, and usually there is a wide range of possible alter- 
natives”. It is these alternatives that the planner can derive. In this view, 
his role is to clarify the values and goals behind different alternatives, and 
make the variety of consequences explicit. 

There is still another problem with this concept of planning. If we are 
to say something meaningful about the possible consequences of the differ- 
ent alternatives, we must know much more about the learning process and 
the educational process itself. Yet we do not quite understand how edu- 
cational systems are functioning today. We know even less about how 
they can change. Concerning alternative future systems and their conse- 
quences or outputs, we know almost nothing. 

The planner will probably move from the narrowly defined “numbers- 
guy” to the thinker on alternative futures. All the time, however, he is 
working on the macro-level, quantifying what he thinks to be relevant. He 
works at the central level, from above. He has been dealing with the 
expansion of the educational system and has seldom been concerned with 
the changes inside the system and their relation to social, economic, and 
political forces. 


Changes in Education 
Let us be more specific. What are the changes that we need to plan, or 
that might be planned? Can the same planning concept be used for all 
kinds of educational changes? Can we find a practical definition of a 
planner dealing with the total change process inside the school? 
Changes in Curriculum and Educational Technology. These terms are 
conceived very broadly and include content, teaching-learning style, eva- 
luation and teacher-student relationships. Even if we do not believe that 
all changes have to begin in the classroom, We do probably feel that they 
should have some effect on what is going on there. Changes in curriculum 
and educational technology are such changes; some of them, especially 
some systematically developed teaching/learning systems, do have great 
effects on the teaching/learning process. 


Changes in curriculum are planned in a variety of ways. Some countries, 
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for example the Scandinavian countries, have centrally planned curricu- 
lum development. Here the bases for a rolling reform of the curriculum are 
“teaching plans”, designed by groups of experts, research and develop- 
ment as essential inputs into the planning process, and continuous revision 
using data from the whole country. In this case it is obviously necessary to 
build up a central reservoir of expertise on curriculum development. This 
does not mean, however, that the actual designing of the curriculum is 
necessarily done in the ministry or the National Board of Education. 
Usually the work is done in special committees, working groups, and re- 
search groups, as well as in the schools themselves. Research, develop- 
ment and the design process are made possible by the participation of a 
great number of people from many regions in the country, but the plan- 
ning process for change is centralised. (It is important to remember that 
the biggest unit, Sweden, has 8 million inhabitants). 

Developments in Scandinavia seem to show that the centrally planned 
“teaching plans” are not working in some disciplines without specific 
teaching/learning systems. These again are developed by research teams, 
developing units, and production agencies. In certain disciplines, these 
systems are already implemented today. It is clear that some of these 
systems put the teacher in a role which gives him less freedom than before, 
since the curriculum developer does the planning, while the teacher me- 
rely implements; in other disciplines the “teaching plans” are very broadly 
drawn and are meant to be used as a framework, thus giving a variety of 
possibilities to the teacher. Education is increasingly becoming a shared 
process. 

The situation in Norway is developing toward more independence for 
the individual school and teacher. In well-defined cognitive disciplines, or 
in disciplines where systematic teaching/learning systems can be imple- 
mented, highly expensive systems are developed centrally. In the rest of 
the curriculum, however, more freedom is given to the local school and to 
the individual teacher to plan the curriculum for individual children. 

In a country like Great Britain, much of the planning is done by the 
headmaster and his staff. This applies not only to curriculum changes, but 
also to other aspects of school life. The planning function is carried out in 
local units. However, the Schools Council and the Nuffield Foundation are 
creating teaching/learning systems which involve planning the curriculum 
as well. The local teacher centres, as in Sweden and Norway, are helping 
the local schools to plan their curriculum changes. 

It can be seen that the planning of curriculum changes, whether total 
revision of the total curriculum, or minor changes in one discipline, is done 
on different levels, depending on the administrative structure and the 
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degree of decentralisation of decision-making. The planning of curriculum 
changes is a process which goes on at all levels of any educational system. 
In some systems ‘ final” planning takes place in the ministry, in others the 
final planning authority is a local decision-maker, sometimes even the 
local headmaster. 

Changes in Decision-Making. These are changes which alter the distri- 
bution of power and responsibility within the system. They can, for in- 
stance, mean a decentralisation of power to regional or local authorities. 
They may lead to a sharing of responsibility for certain activities between 
students and teachers, or to giving more power to minority groups. In 
some countries, financing the expansion of education means a centrali- 
sation of power. 

These kinds of changes also are directly relevant to the internal class- 
room situation and, more indirectly, affect the freedom individual schools 
and districts have within the decision-making process. Such changes usu- 
ally happen through external pressure, or through subgroup pressure 
within the system (e.g. student riots). If these changes are to be meaning- 
ful, they should be at least guided by some planning concepts. Compre- 
hensive planning in the classical sense would be impossible. 

The essence of the crisis in our schools may consist of opposition to the 
existing society and to the present school curriculum, but the result will 
certainly be a change in the distribution of power between subgroups in 
the system. Greater student participation, for example, not only changes 
the role of the teacher, but also that of the administration. We may come 
to the situation where we teach students to plan their own curriculum to- 
gether with teachers. That might be the most important part of their 
learning experience — and we might even get good planning out of it! 

Changes in Educational Structures. Structural changes mean changes 
such as the development from differentiated secondary schools to compre- 
hensive schools, or shifts in the organisation of post-secondary education. 
They also imply changes in the curriculum and the decision-making pro- 
cess. These changes cannot be planned at the local level, for it seems clear 
that they influence a broader system. Of course, the content of the change 
must be considered at the local level, and participation in the planning 
process is essential, but the real planning is primarily a national priority. 
When the decision is taken, the regional school communities will have to 
plan the allocation of resources and implement the new structures at the 
district level. 

Structural changes seem to be bi 
planning. Most countries carry out t 
Since structural changes, however, necessarily 
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change in the school, planning has to ensure communication with and 
participation of other groups in the system. 

An international workshop on the “Management of Innovation in Edu- 
cation” in 1969 discussed the problem of centralised versus decentralised 
planning, and concluded: 

Underlying this discussion of centralisation is the concern with the effects of an 
authoritarian society as a whole, and/or authoritarian structures within the school 
system. It is recognised that where the tradition tends to be authoritarian and the 
school system relatively conservative, this presents special problems in the intro- 
duction of innovation. In other words, it is not necessarily the degree of centralisation 
or decentralisation, but rather the degree of authoritarianism which might explain 
to some extent the openness of different systems to innovation.) 


Different models exist for the planning of changes in education. 

. Norway, for example, established the National Council for Innovation in 

Education (NCIE) fifteen years ago. Its experience suggests that it may 

be necessary for most countries with highly centralised innovation insti- 

tutions to develop their innovation agencies at a local level as well. It may 

even be necessary to have a complete innovative system linking the central 
body with each school. 

The NCIE believes that Norway must expand the local service units, 
which can give the schools help in their development activities. Even 
relatively basic educational development work today requires simple 
teaching aids, compendia, audio-visual aids, etc. In an individual school 
the teacher is seldom given the service he needs, for the projects become 
too big for him alone. Sometimes the teacher needs information, inspira- 
tion and stimulating ideas just in order to start any development work. 
The NCIE believes that local educational service centres can give this 
kind of service. These centres will act in close cooperation with the NCIE 
and other central service units to give the teachers the necessary support. 
The centres can also serve as communication links between the schools 
and the NCIE. It is hoped that, through this activity, ideas will be de- 
veloped upon which larger experimental projects can build. 

In the spring of 1969, the NCIE went one step further with the creation 
of a programme offering each individual school the opportunity for self- 
development beyond the previous possibilities. The programme aims at 
training teachers and students in the critical evaluation of existing work- 
ing conditions. It is composed of three parts and has clearly defined ob- 
jectives. With the aid of intense group work and suitable instruments for 
the measurement of group reactions, the school is able to define its “sta- 
tus”. The programme also helps the teachers and students to define the 
aims they have for their work. In the end, a development programme for 
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the school for the next few years is established. In this last phase, it is 
necessary to have help from the outside, both from the existing service 
centre and the NCIE. 

The example of Norway shows that even in a very centralised country, 
the planning for change in education is a shared responsibility, and a 
decentralised process, depending to a large extent on a linkage model of 
change. Traditionally, the planning of innovation has been understood 
as an R, D and D process, but strategies of certain institutions, e.g. the 
Schools Council in England and Wales, and some of the educational la- 
boratories in the United States, clearly show a movement towards an 
understanding of the process and its institutionalisation which implies 
most of the elements in Havelock’s “linkage concept”. 


Short-Term and Long-Term Planning 

Developments in education seem to take two directions: either they 
become increasingly long-term and broad in scope (e.g. alternative fu- 
tures), or they are short-term activities (e.g. local curriculum develop- 
ments). This paper has dealt with the phenomenon of change in education, 
and its implications for planning. It has concluded that planning is a day- 
to-day exercise which takes place in the field at different levels of the edu- 
cational system. 

Yet what about long-term planning? It is clear that major decisions in 
education must be taken on a long-term basis. The development of the 
comprehensive 9-year school in Norway, for example, has taken more 
than 20 years to pass from first planning to implementation, and planning 
has gone on constantly. Some planners must certainly work on long-term 
analysis. How does this fit into our conception? 

As stated above, we are not able to look into the future with very much 
clarity. We are dealing with a political process rather than a planning 
process. Values and goals can be operationalised to a certain extent, but to 
choose among alternative policies is a political process. Furthermore, the 
alternatives themselves reflect values. Still, even if our information and 
resources are limited, the function of the planner, with respect to qualita- 
tive aspects, will be to clarify alternatives by means of a process of goal- 
definition. The techniques by which goal structures can be operationalised 
and clarified are a vital instrument for making better political decisions — 
“better” not only for the politicians, but for all the people concerned. 
Determining educational goals has too often been a political and techno- 
cratic exercise. Education can be made meaningful to people, and so can 
long-term alternatives. This is clearly the responsibility of the planner. 
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The Planning Function and Participation 

This paper began by questioning the concept of planning and the con- 
cept of a central planner in relationship to qualitative changes in edu- 
cation. We have seen that the planning function is performed throughout 
the educational system, by students, teachers, headmasters, inspectors, 
and the central administration. The phrase “we are all planners” surely 
applies to education, because planning is an essential part of any change. 
There is a clear need for planning units at different levels in the education- 
al system, whatever sort of change is sought. This may imply teaching 
planning techniques to students and teachers, or assisting headmasters in 
their planning through a local development centre. It can mean planning 
major teaching/learning systems at the central level, or the working out 
of national structural changes by a ministry. What then will be the role of 
the planner? His role will be to unleash the possibilities for development 
in the system. He must be able to help the system function as an innova- 
tive one. The concept of planning, seen as a systematic approach to de- 
velopment, is just one element, a necessary but not sufficient characteris- 
tic, of a system in change. 

This kind of planner deals with numbers, but he is more expert in 
dealing with people. Goals, processes, and people are dynamic and there- 
fore cannot easily be quantified. Since the planner deals with dynamic 
dimensions, he has to be inside the process, not apart from it. Thus he will 
be in a position to give relevant information to set up a framework of 
alternative actions, and to see the consequences in relation to personnel, 
resources and time. These tasks are inadequately fulfilled in education 
systems today. 

A planning concept that emphasizes the function of planning means a 
decentralisation of planning activities, and a greater possibility for local 
school units to actually master their change problems. Procedures and tech- 
niques of planning should not necessarily be reserved for ministries. They 
are tools which should be used throughout the system when the changes 
involve participation in the decision-making process or the implementa- 
tion and follow-up of changes. 

Changes in education can only be meaningful if they reflect the needs of 
different groups participating in the learning process. Since learning itself 
is basically change, we are really talking about how educational systems 
themselves can be involved in a learning process. The learner has to get 
appropriate feedback if learning is to occur. Planning for educational 
change is only meaningful if the planner, the implementer and the user 
can participate in a constant exchange of learning experiences. Then the 
educational system is itself functioning as a learning organism. 
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PLANUNG VON VERANDERUNGEN IM ERZIEHUNGSWESEN: 
QUALITATIVE ASPEKTE DER BILDUNGSPLANUNG 


von PER DALIN, Paris 


Der Begriff des “Wachstums” beinhaltet stets Veränderungen in der Richtung 
und in den Zielsetzungen. “Planung” ist daher notwendigerweise qualitativ, d.h. 
eine Frage von Zielen und Werten. Für das Verstándnis von Planung muf man den 
ProzeB der Veränderung verstehen und dieser ist gegenwärtig Gegenstand wissen- 
schaftlicher Untersuchungen. So hat Ronald Havelock vier Hauptkategorien zur 
Beschreibung des Veränderungsprozesses entwickelt: Problemlösung; soziale Inter- 
aktion und strategische Orientierung; Forschung, Entwicklung, und Verbreitung 
ihrer Ergebnisse; und das Konzept der Interdependenz (linkage) der durch diese 
Kategorien umschriebenen Prozesse. Diese Kategorien und die sieben Hauptfakto- 
ren, die Havelock als Indikatoren erfolgreicher Innovationen ansieht, werden im 
ersten Teil des Artikels behandelt. Dabei wird betont, daß das Erziehungssystem 
jetzt Strategien zur Bewältigung von Krisensituationen entwickeln muß. Im zweiten 
Teil geht der Verfasser auf Begriff und Prozeß der Planung ein und gibt eine Defini- 
tion der Rolle des Bildungsplaners. Darüber hinaus werden Fragen der Zukunfts- 
vorhersage und der Begriff der “alternativen Zukunftsplanung”’ behandelt. Der 
Verfasser beschreibt einige Veränderungsbereiche des Erziehungswesens, die der 
Planung bedürfen, wie Curriculum und Unterrichtstechnologie, bildungspolitische 
Entscheidungsprozesse (z.B. Verteilung der Machtverhältnisse), Struktur des Bil- 
dungswesens und Innovationsprozesse selbst, und führt Beispiele für ‚Prozesse und 
Strategien an, die in verschiedenen Ländern durchgeführt bzw. entwickelt worden 
sind. Er schließt mit der Feststellung, daß Planung ein wesentlicher Aspekt jeder 
Veränderung ist und ein deutlicher Bedarf an Planungsstäben auf verschiedenen 
Ebenen des Bildungssystems besteht. Es ist Aufgabe des Bildungsplaners, die Ent- 
wicklungsmöglichkeiten im System freizulegen. Da er es mit Zielvorstellungen, Pro- 
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zessen und Menschen zu tun hat, muß er innerhalb des Veränderungsprozesses 
stehen, um nützliche Informationen geben und helfen zu können, einen Rahmen 
alternativer Maßnahmen zu entwerfen, und deren mögliche Auswirkungen zu be- 
rücksichtigen. Planungsmethoden und -techniken sollten nicht nur Ministerien vor- 
behalten bleiben, sondern auf allen Ebenen des Erziehungssystems Anwendung 
finden. Auf diese Weise werden Beteiligung am Entscheidungsprozeß und eine an- 
gemessene Rückkoppelung ermöglicht, und das Erziehungswesen kann selbst als ein 
Lernsystem funktionieren, 


PLANIFICATION EN VUE DE CHANGEMENT EN EDUCATION: 
ASPECTS QUALITATIFS DE LA PLANIFICATION PEDAGOGIQUE 


par PER DALIN, Paris 


Le concept de “développement” doit impliquer des changements de direction et 
d'objectifs. C'est pourquoi la '*planification'' est nécessairement qualitative, c'est-à- 
dire une question de buts et de valeurs. Pour comprendre la planification, il faut 
nécessairement comprendre le processus de changement, et ce processus fait couram- 
ment l'objet d'études. Ronald Havelock a découvert quatre orientations principales 
décrivant ce processus de changement: la solution des problèmes; l'interaction socia- 
le et l'orientation stratégique; la recherche, le développement et la diffusion; le 
concept de liaison. Ces quatre orientations sont décrites dans la première partie du 
rapport, de méme que les sept facteurs que Havelock considére comme les anticipa- 
teurs d'une bonne innovation. On fait remarquer que l'innovation doit cependant 
inventer des stratégies, pour traiter avec succés les crises. 

Dans la seconde partie, le rapport traite la conception et le processus de planifica- 
tion, et donne une définition du rôle du planificateur. Les problèmes de la prédiction 
de l'avenir et le concept des “avenirs alternatifs” sont également discutés. L'auteur 
décrit certains changements en éducation qui doivent être planifiés, par exemple dans 
la technologie pédagogique et du programme d’étude, dans le processus des décisions 
(la répartition du pouvoir), dans les structures pédagogiques et dans le processus 
d'innovation lui-même, et donne des exemples du processus et de stratégies qui ont 
été développés dans les différents domaines à traiter. Le rapport conclut en disant 
que la planification est un aspect essentiel de tout changement et qu'il faut réelle- 
ment des unités de planification à différents niveaux du système pédagogique. Il 
incombe au planificateur de dégager les possibilités de développement dans le systè- 
me. Comme il doit s'occuper des buts, processus et gens, il doit se trouver au centre 
du processus, où il peut donner les informations appropriées, aider à tracer un cadre 
des actions alternatives et aider à prévoir leurs conséquences. Les procédures et les 
techniques de planification ne devraient pas être réservées aux ministères, mais de- 
vraient être utilisées à travers le système. C’est ainsi que la participation au proces- 
sus des décisions et le feedback approprié sont rendus possibles, et le système péda- 
gogique peut lui-même fonctionner comme un organisme d'apprentissage. 
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REGULATION ODER MOBILISATION? 
ZUR SOZIOLOGISCHEN STRATEGIE DER SCHULREFORM 


von WALTER L. BúnL, München 


Reform durch Mobilisation 

Von einer grundlegenden Schulreform ist nur zu sprechen, wenn mit der 
Anderung der Schulstruktur auch ein bestimmter sozialer Wandel inten- 
diert wird;!) dabei stehen “innere” und “äußere” Schulreform 2) und Ge- 
sellschaftsreform in einem engen und wechselseitigen Zusammenhang. 
Gegenüber der konzeptuellen Zerstérung dieses Wechselverhältnisses 
durch die Isolierung einer dieser drei Komponenten oder durch die bloBe 
Deduktion der einen Komponente aus der anderen ist stets größtes MiB- 
trauen angebracht: Es ist wenig sinnvoll, wie es häufig von soziologischer 
Seite - jedoch ohne eine annehmbare wissenschaftliche Begründung - ge- 
Schicht, die Schule als Funktion der Gesellschaftzu definieren, d.h. dieSchule 
im wesentlichen nur als ein Instrument der Anpassung an die ökonomischen, 
politischen und sozialstrukturellen Gegebenheiten einer wie immer gearte- 
ten Gesellschaft anzusehen. Eine dieser Vorstellung folgende Schulreform, 
in der der Eigencharakter der pädagogischen Zielsetzungen und der Wert 
der Schule als eines relativ eigenstándigen Lebensraumes nicht mehr an- 
erkannt würde, ist nicht nur pädagogisch illegitim, sie ist auch soziologisch 
gesehen obsolet: In einer "aktiven", hochindustriellen, demokratischen 
und notwendigerweise “pluralistischen”” Gesellschaft 3) ist es unmöglich 
geworden, auf die Eigenmotivation und auf die nur in einer relativen 
Autonomie zu mobilisierende Energie der in die Schule lernend und leh- 
rend einbezogenen Menschen zu verzichten. Umgekehrt wäre es aber auch 
eine Illusion — eine Illusion, die den Pädagogen näher liegt —, die Gesell- 
schaft lediglich als Funktion der Erziehung zu definieren und zu glauben, 
über das Erziehungsgeschehen in der Schule unmittelbar einen gesamt- 
gesellschaftlichen Wandel bewirken zu können. 

Die Beziehungen zwischen den verschiedenen “Subsystemen” der Ge- 
sellschaft (z.B. zwischen dem Wirtschaftssystem, dem Herrschaftssystem, 
dem Verwaltungs- und Rechtssystem, dem Schichtungssystem und dem 
kulturellen und religiösen Wertsystem) sind zu komplex geworden, als 
daß sie sich auf die Formel einer prästabilierten Harmonie (oder auch auf 
die Formel eines natürlichen Antagonismus) von Schule und Gesellschaft 
bringen ließen. Eine Schulreform auf der Basis dieser beiden Formeln, 
eine Schulreform zwischen “Anpassung” und “Widerstand”,1) bliebe B] 
realistisch. Die Schule, die ja selbst keineswegs eine geistige und organisa- 
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torische Einheit bildet, ist nur als eine der in einem komplexen und mehr- b 
deutigen Wechselverhältnis stehenden gesellschaftlichen Institutionen — 
anzusehen. Wie dieses Wechselverhältnis beschaffen ist, läBt sich nur in 


der Zusammenschau vieler Detailanalysen bestimmen. Im allgemeinen ist GH 


jedoch anzunehmen, daß Widersprüche und harmonische Verhältnisse ne- 
beneinander stehen, daß gleichseitige Wechselbeziehungen und einseitige 
Dominanz- und Abhängigkeitsbeziehungen miteinander im Streit liegen, 
daß stets funktionale, dysfunktionale und afunktionale Momente inein- 
andergreifen. 
Die Postulierung eines pluralen Wechselverhältnisses ist insofern wich- 
tig, als sie der Reduktion dieses Minimal-Bezugsrahmens von Gesell- 
schaftsreform, von innerer und äußerer Schulreform einen Riegel vor- 
schiebt. Gerade auf dieser Reduktion beruht nämlich das Dilemma der 
unausweichlichen und sich seit den zwanziger Jahren immer deutlicher 
abzeichnenden, jedoch immer wieder vertagten Schulreform: Die Pädago- 
gen einerseits konzentrieren sich immer noch — in einer deutlich resignati- 
ven Abwendung von den ökonomischen, politischen und soziologischen 
Bestimmungsgründen unserer Gesellschaft — auf die “innere” Schulreform, 
d.h. auf die Formulierung von Bildungszielen, auf ihre “anthropologische” 
oder sonstwie geartete Begründung und auf ihre didaktische Umsetzung. 
Im Gegensatz zu einigen Pädagogen der zwanziger Jahre gelingt es ihnen 
heute kaum mehr, eine große Bevölkerungskreise ansprechende Zukunfts- 
perspektive zu entwickeln und gesellschaftliche Kräfte für ihre Zielsetzun- 
gen zu mobilisieren. Sie brauchen sich dann nicht zu wundern, wenn die 
von den Kultusministerien getroffenen Verwaltungsentscheidungen über 
ihre Köpfe hinweggehen. Diese Maßnahmen haben gewöhnlich wenig mit 
Reform zu tun; es sind größtenteils verzweifelte, weil verspätete und nur 
reaktive Versuche der Kapazitätsregulation. Das beste Beispiel dafür sind 
die Ansätze zur Hochschulreform; die dringlich gewordenen Empfehlun- - 


gen zur Neugestaltung der Abschlüsse im Sekundarschulwesen scheinen T 


sich in der gleichen Richtung zu bewegen.5) Die Soziologen andererseits — 
vollenden diesen Reigen, wenn sie glauben, die Grundlinien einer Schul- 
reform allein nach den (doch immer mehr oder weniger nur imputierten) — 
"Bedürfnissen" der Gesellschaft, nach ihrer Schichtstruktur und nach — 
ihrem wirtschaftlichen Bedarf bestimmen zu können. Auf diese Weise 
kommt es nie zu einer grundlegenden, alle drei Aspekte gleichzeitig um- 
fassenden Reformkonzeption. 

Wenn es in der gegenseitigen Isolation einer Schulorganisationslehre ti 
von der Soziologie und von der Pädagogik dennoch zu Reformkonzepten 
kommt, so sind diese notwendigerweise statisch: Abgeschnitten von den 
pádagogischen und politischen Wertentscheidungen, rekurriert die Sozi0= 


“= 


REGULATION ODER MOBILISATION ? 453 


logie nur allzu leicht auf bloBe “Bedarfsfeststellungen”, Aber auch diese 
Bedarfsfeststellungen sind nicht wertfrei. Wenn behauptet wird, daB die 
Wirtschaft nicht mehr als den gegenwartigen Prozentsatz an wissen- 
schaftlichem Personal absorbieren kónne,S) so wird unkritisch von der 
gegenwärtigen Produktionsstruktur und von der einseitigen Formel aus- 
gegangen, die Erziehung sei nur eine Funktion der Gesellschaft bzw. der 
Wirtschaft. Man verschließt sich damit der Einsicht in den umgekehrten 
Funktionszusammenhang: daß die Bereitstellung eines höher qualifizier- 
ten Personals ja auch die Produktionsstruktur in Richtung einer höheren 
geistigen Produktivität verändern könnte. Eine Reform, die von dem 
Glauben an eine vorgegebene Finanzbasis oder die von einem fixen An- 
gebot-Nachfrage-Schema ausginge, könnte selbst nach wirtschaftspoliti- 
schen Maßstäben heute nur noch als ein völlig unzureichender. (und gefähr- 
licher) Versuch einer kurzfristigen“ Kapazitätsregulation”’gewertet werden. 

Umgekehrt bleiben aber auch die pädagogischen Wertentscheidungen, 
wenn sie nicht von soziologischen, ökonomischen, psychologischen und 
historischen Analysen gestützt werden, fiktiv. Sie verfallen meist sehr 
schnell dem scholastischen Rekurs, d.h. dem Versuch, die Organisations- 
formen unseres Schulwesens allein aus den zu verfolgenden Bildungszielen 
und diese wiederum aus dem “Wesen” oder aus einem bestimmten welt- 
anschaulich geprägten "Leitbild" des Menschen abzuleiten. Dieser Ver- 
such, der übersieht, daB Erziehung in irgendeiner Weise ja schon immer 
geschieht, daß es also eine Schulreform ab ovo gar nicht geben kann, muß in 
einer unrealistischen, nur noch nach ästhetischen Kriterien zu beurteilen- 
den “Schularchitektonik” oder schließlich in bloßen “Glaubensbekennt- 
nissen" enden. 

Eine grundlegende Schulreform ist heute nicht mehr nur eine Sache der 
Entwicklung eines konsequenten und in sich logisch geschlossenen “Ziel- 
modells” (auch nicht der Realisierung vereinzelter und isolierter ‘‘Modell- 
schulen”), und der Erfolg einer Schulreform kann nicht daran gemessen 
werden, ob und inwieweit es gelingt, dieses Zielmodell durchzusetzen. 
Nach diesem Verfahren ist heute jede Schulreform zum Scheitern verur- 
teilt. Dieses Modell einer Schulreform vom Reißbrett weg setzt sowohl 
einen statischen Begriff der Gesellschaft wie einen statischen Begriff der 
Wissenschaft voraus. Eine Reißbrettreform ist erstens nur durchführbar 
in einer Gesellschaft, die geprägt ist durch starke Befehlslinien von oben 
nach unten, jedoch durch nur schwache Querverbindungen zwischen den 
einzelnen Gruppen an der Basis dieser Befehlslinien, kurz: in einem 
Obrigkeitsstaat. Nur in einer solchen Gesellschaft mit wenig erwünschter 
Eigeninitiative der Herrschaftsunterworfenen läßt sich die Schulentwick- 
lung noch durch “Regulative” steuern, nicht jedoch in einer demokrati- 
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schen und dynamischen Gesellschaft mit einer hohen Dichte der Basisbe- 
ziehungen, mit einem hohen Grad an Eigeninitiative und mit einem star- 
ken Korpus an *intermediáren", zwischen dem Staat und den Bürgern 
vermittelnden Institutionen.?) Die Durchführung einer Reform nach dem 
Modell der Schulregulative wäre, ganz unabhängig von den zu realisieren- 
den Zielen, geradezu eine Gefahr für den Bestand dieser demokratischen 
und dynamischen Gesellschaft. 

Zweitens läßt sich ein solches Reformkonzept nur unter der Voraus- 
setzung eines statischen Begriffs der Wissenschaft rechtfertigen: Statisch 
ist eine Wissenschaft dann zu nennen, wenn in ihren Hypothesen und 
Theoremen vorausgesetzt wird, daß es “objektive” und unveränderliche, 
vom wissenschaftlichen Beobachter und seinen Methoden unabhängige 
Erkenntnisse gebe, die in ihrer logischen Struktur zudem einfach sein 
müBten.8) Diese Wissenschaftskonzeption wird heute nicht einmal mehr 
in der Physik vertreten (vgl. die Heisenbergsche Unschárferelation, das 
Plancksche Elementarquantum, die Einsteinsche Relativitätstheorie). In 
den Humanwissenschaften, deren Experimentier- und Kontrollmóglich- 
keiten (schon aus ethischen Gründen) immer sehr gering sind und bleiben 
werden, führt eine solche Konzeption ohnehin nur zum weltanschaulichen 
Dogmatismus.®) Der Gegenstand der Humanwissenschaften ist viel zu 
kompliziert, als daß es “‘standortfreie” wissenschaftliche Ergebnisse geben 
kónnte. Die Soziologie wie die Pádagogik dient ja nicht nur dazu, Er- 
klärungsmodelle zu entwickeln und Prognosen zu machen, vielmehr dienen 
beide auch (und manchmal vor allem) dazu, Alternativen zu formu- 
lieren und Erwartungen zu kanalisieren. Beide Wissenschaften sind “re- 
flexiv” 10): ihre Prognosen und Erklärungen, ja schon die bloße Tatsache, 
daB sie einem bestimmten Problem ihre Aufmerksamkeit zuwenden und 
dieses Problem in einer bestimmten Weise benennen, wirken zurück auf 
das Verhalten der beobachteten “Objekte”, die ja zugleich auch handeln- 
de “Subjekte” sind. So wird heute überall — auch und gerade in den Natur- 
wissenschaften — ein dynamischer Begriff der Wissenschaft vertreten: Wis- 
senschaft ist ein Prozeß, der nur dann zur “Wahrheitsfindung” beiträgt, 
wenn das Gesprách zwischen den Forschern offengehalten wird und jeder 
bemüht ist, überprüfbare Hypothesen zu formulieren und sich seines eige- 
nen Standpunktes bewußt zu werden.11) 

Die Verbindung dieses dynamischen Wissenschaftskonzeptes mit einer 
dynamischen Gesellschaftsauffassung aber macht es unmóglich, sich eine 
rein "wissenschaftlich-objektive" Schulreform vorzustellen. Eine Schul- 
reform ist nur móglich durch die aktive (unmittelbare und mittelbare) Be- 
teiligung aller von dieser Schulreform gegenwärtig und zukünftig Betrof- 
fenen. Keine Wissenschaft kann sich anmaßen — zumal in einer dynami- 
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schen Gesellschaft die gesellschaftliche Entwicklung nur äuBerst schwer 
und nur über sehr kurze Zeit prognostizierbar ist —, den dauernden politi- 
schen und praktisch-pádagogischen EntscheidungsprozeB durch bloße 
Bedarfsfeststellungen und Entwicklungsprojektionen ersetzen zu wollen. 
Statt als architektonische Aufgabe — die sie natürlich auch ist — ist eine 
Schulreform heute vor allem als eine pädagogische, soziologische, politi- 
sche Strategie zu konzipieren; die Schulreform ist wie die Gesellschaft und 
die Wissenschaft ein Prozeß — ein Prozeß, der, insofern er von einer sich 
wandelnden sozialen, politischen, wirtschaftlichen und pädagogischen 
Trägerschicht abhängig ist, grundsätzlich unabschließbar und nur bedingt 
planbar ist. Viel mehr denn als Reißbrett-Architektonik ist eine Schulre- 
form, ausgehend von der gegebenen Situation und von den (teilweise leich- 
ter, teilweise schwerer) prognostizierbaren Entwicklungen auf den ver- 
schiedenen Gebieten des gesellschaftlichen Lebens, als ein “Schachspiel” 
zu denken, allerdings ein sehr kompliziertes, nur durch Computer-Simula- 
tionen zu spielendes Spiel, in dem die entscheidenden Probleme nicht nur 
von mehreren Wissenschaften zugleich angegangen werden müssen, son- 
dern wo auch die gesamte Bildungsforschung so eng mit der Schulplanung 
und Schulverwaltung zusammenarbeiten muß, daß die in der Bildungs- 
politik getroffenen Entscheidungen allmählich realistischer und die von 
“der Bildungsforschung gewonnenen Daten informativer werden.1?) 

Schließlich geht es aber auch darum — daran denkt man heute noch sehr 
wenig — so etwas wie einen demokratischen EntscheidungsprozeB partizi- 
pativer Schulpolitik in Gang zu setzen.!3) Eine partizipative Schulpolitik 
ist aber nur denkbar als “fóderative” Schulpolitik. Es ware ein Irrtum zu 
glauben, daB mit der Vereinheitlichung und Zentralisierung aller Kultus- 
verwaltungen die anstehenden Probleme einer Schulreform besser gelöst 
werden könnten als bisher. Diese Zentralisierung brächte wahrscheinlich 


einen großen Verlust an Motivation mit sich; sie stünde in Gefahr, den bei 


uns nur langsam in Gang gekommenen, inzwischen aber doch kräftiger 
olitischem Interesse und fi- 


gewordenen Prozeß der Akkumulation von D 
nanziellen Mitteln wieder zum Stillstand zu bringen. Denn auch und gera- 
de für eine zentrale Bildungsverwaltung gilt, daß die Regulationstenden- 
zen sich umso mehr durchsetzen, je größer die zu lösenden Probleme sind 
und je schneller sie zu lösen sind.14) Notwendig ist allerdings eine iden 
tionell gesicherte Verbindung dieser verschiedenen Ebenen der d ME - 
tik, der Bildungsforschung und Schulplanung. Diese institutionelle dia 
bindung ist nicht zu leisten durch entscheidungsferne Forschungsinstitu e 
deren Forschungen sich in akademischen Fragen verlieren; sie ist "as 
nicht zu leisten durch bloBe Planungsbüros, die sich isolierte und ad à 
formulierte Aufgabenstellungen vorgeben lassen müssen; sie ist aber auc! 
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nicht zu leisten durch (nehmen wir an: kompetente) Beratungsgremien, 
deren Empfehlungen den Gesetzgeber in keiner Weise binden. Eine solche 
Koordination ware nur durch eine Organisation im groBen Stil zu sichern, 
deren Empfehlungen und Prognosen dank der Fachkompetenz ihrer Mit- 
glieder und dank ihres Informationspotentials jenes Gewicht erhalten, das 
keines der bisherigen Institute für sich beanspruchen kann.15) 

Was zweitens notwendig ist (und was eine der Hauptaufgaben eines 
solchen Instituts ware), ist die Entwicklung einer realistischen Strategie 
der Schulreform. Daß für eine solche Strategie heute noch zu wenig Detail- 
analysen vorliegen und zu wenig grundlegende Konzepte entwickelt und 
systematisch “durchgespielt” worden sind, kann uns nicht davon befreien, 
mit dieser Aufgabe — wenn vorerst auch mit äußerst groben Mitteln und 
mit sicherlich revisionsbedürftigen Hypothesen — bereits heute zu begin- 
nen. 

Dieser zweite Punkt soll hier in einem kurzen Abriß ausgeführt werden. 
Ohne uns auf eine große pädagogische Grundsatz- und Zieldebatte einlas- 
sen zu müssen, können wir dabei davon ausgehen, daß die “regulative”, 
von oben verordnete Schulreform heute unmöglich geworden ist. Sicher 
hat jede Reform eine regulative Aufgabe: Sie hat die in einer ungeplanten 
(und von den Bildungswilligen bzw. deren Eltern nicht überschaubaren) 
Schulentwicklung auftretenden Kapazitätsungleichgewichte und Funk- 
tionsstörungen zu beseitigen oder zu mildern. Unser Schulwesen befindet 
sich heute jedoch bereits in einer Situation, in der sich diese Funktions- 
störungen derart häufen, daß man an einen Umbau des ganzen Funktions- 
zusammenhangs denken muß. Nur so ist noch eine aktive Schulpolitik 
möglich. Die Versuche einer nachträglichen und nur reaktiven Kapazi- 
tätsregulation laufen in einer dynamischen Gesellschaft mit Notwendig- 
keit darauf hinaus, verfehlte Strukturen zu zementieren und die neuen, 
für die Weiterentwicklung unserer Gesellschaft notwendigen sozialen 
Kräfte, Begabungen und Motivationen zu demobilisieren. In einer demo- 
kratischen und dynamischen Industriegesellschaft muß aber die Mobilisa- 
tion dieser Kräfte im Vordergrund stehen; regulative Maßnahmen sind 
nur zu verantworten, insoweit sie diese Mobilisation nicht verhindern. 
Dieses Prinzip einer “Reform durch Mobilisation” steht durchaus im Ein- 
klang mit einer wieder stärker vom Begriff der “Bildsamkeit” (oder von 
ähnlich "offenen" Begriffen) ausgehenden Pádagogik.16) Diese Konkor- 
danz der wirtschaftlichen und politischen, der bildungssoziologischen und 
-ókonomischen Entwicklungen mit den pädagogischen Prinzipien ist ein 
neues, in den zwanziger Jahren noch nicht gegebenes Phänomen, das 
einen Rückzug der Pädagogen in die “Pädagogische Provinz” heute nicht 

mehr rechtfertigen kann. 
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Aspekte einer dynamischen Schulreform 

1. Eine echte Schulreform, d.h. eine Schulreform, die einen umfassen- 
den gesellschaftlichen Wandel impliziert, ist nur als ein dynamischer Akt 
zu verstehen, sozusagen als ein Akt der Kreditschépfung. Sie mu8 mit der 
gesellschaftlichen Mobilisation beginnen. Wenn man Kredit will, dann muß 
man vor allem Vertrauen schaffen. Dieses Vertrauen gewinnt man nur da- 
durch, daß man erstens fähig ist, eine Zukunftsperspektive zu eröffnen, in 
der die Mehrheit der Staatsbürger ihre eigene Zukunft hineinprojizieren 
kann. Zweitens muß man durch kontinuierliche und nach außen auch hin- 
reichend sichtbare politische Akte zeigen können, daß man fähig ist, die 
eigene Linie tatkräftig zu verfolgen. Von diesen beiden Bedingungen wird 
schon die erste in der gegenwärtigen Bildungspolitik kaum erfüllt. Ganz 
uneingelöst bleibt jedoch eine dritte Bedingung: Man muß in der Lage 
sein, politische Unterstützung vor allem durch die Mobilisation von bisher 
brachliegenden sozialen Energien zu gewinnen. Wenn man nur immer an 
alte Standesideologien und Gruppeninteressen appellieren kann (an die 
Akademiker als Stand, an die Arbeiter als Klasse, an die Philologen als 
Beamtenkategorie usw.), dann kann man höchstens Kräfte gegeneinander 
ausspielen. Notwendig ist jedoch die Schaffung neuer Bildungsmotiva- 
tionen, die Erschließung neuer Begabungsreserven aus bisher bildungs- 
fremden Schichten, die Entwicklung eines über die Standesgrenzen hin- 
ausgehenden Lehrer- und Erzieherethos. Die Freisetzung sozialer Ener- 
gien ist aber viertens nur möglich durch die Zulassung eines bestimmten 
Grades an sozialer Mobilität und durch die Enthierarchisierung der schuli- 
schen und wissenschaftlichen Verwaltungs- und Forschungsorganisation. 
Diese gesteigerte soziale Mobilität ist fünftens aber wiederum nur zu er- 
tragen mit einem bestimmten Grad an psychischer Flexibilität, d.h. durch 
eine Dekanonisierung des traditionellen Bildungswissens, durch die Er- 
munterung innovativen Wissens und kreativer Arbeitsmethoden. 

Damit würde sich der Kreis von Gesellschaftsreform und äußerer und 
innerer Schulreform schließen. Allerdings müßte dies in absehbarer Zeit 
geschehen: Die Eröffnung einer Zukunftsperspektive ohne geeignete poli- 
tische Akte ist eine bloße Utopie, und die Mobilisierung und Flexibilisie- 
rung der Bevölkerung bringt ohne eine entsprechende Zukunftsperspekti- 
ve nur eine für die gesellschaftliche Ordnung gefährliche und unproduktive 
Unsicherheit. Die Gefahr der regulativen, von oben verordneten Reform 
liegt gerade darin, daß sie nicht in der Lage ist, den Kreis zu schließen. 
Sie mag unter Umständen sogar in der Lage sein, eineakzeptable Zukunfts- 
perspektive zu entwickeln, und die Schulverwaltung mag beweisen, daß 
sie fähig ist, die dieser Perspektive entsprechenden Regulative organisato- 
tisch zu realisieren. Wenn jedoch nicht zugleich neue soziale Kräfte mobi- 
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lisiert werden, kann die Schulreform ihre Unterstützung immer nur aus 
bestimmten Standesinteressen beziehen: aus dem Aufstiegsstreben ver- 
schiedener Lehrerkategorien und aus dem Interesse nach Statussicherung 
und -erhöhung auf seiten der Eltern. Sobald diese Interessen erfüllt sind, 
kommt die Reform zum Stillstand oder sie schlägt, trotz der getroffenen 
organisatorischen Maßnahmen, in ihr Gegenteil um. “Mobilisierung” kann 
also nicht heißen: Appell an die ständischen Interessen, sondern im Gegen- 
teil: Aufhebung der ständischen Interessen. Es ist wenig sinnvoll, die 
Lehrer wie die Eltern immer nur in ihren standesmäßig gegliederten Ver- 
bandsspitzen an politischen Entscheidungen zu beteiligen, und es ist wenig 
sinnvoll, mit der Planung und Durchführung von Reformen die hierar- 
chisch gegliederten und vor allem auf Kontrollaufgaben eingestellten, für 
Innovationsaufgaben jedoch schon von ihrer Organisationsstruktur her 
ungeeigneten Schulverwaltungen zu beauftragen. 

Die gegen die Standesbildung auf seiten der Lehrer wie der Eltern ge- 
wandte Politik kann jedoch nicht rein restriktiv vorgehen. Denn daß bei 
den Lehrern die standespolitischen Interessen dominieren, ist nicht ein- 
fach böser Wille. Das hat seine Gründe einmal in der ambivalenten gesell- 
schaftlichen Lage aller Lehrerkategorien und zum andern in der Art und 
Weise selbst, wie Schulreformen bzw. einzelne Teilakte einer solchen Re- 
form eingeleitet und durchgeführt werden. Schulreformen, die - insofern 
sie nicht nur mit Mehrbelastungen und erhöhten Laufbahnanforderungen, 
sondern auch noch mit zusätzlichen Kontrollen und einem Verlust an 
Autonomie, an Gelassenheit und Eigenverantwortung verbunden sind = 
von einem großen Teil der Lehrer quasi als Strafexpeditionen empfunden 
werden, rufen naturgemäß die standespolitischen Interessen auf den Plan. 
Das gleiche gilt andererseits für die “deklassierenden” Wirkungen, die 
durch sogenannte Notmaßnahmen, beispielsweise durch die Zulassung 
weniger qualifizierter Anwärter, hervorgerufen oder befürchtet werden. 
Diese "standesmáfige" Reaktion wird noch verstärkt durch die Abseits- 
stellung der Lehrer von den nach der Ausbildung vergleichbaren gesell- 
schaftlichen Statuskategorien bzw. durch die (vielleicht gerade durch diese 
Abseitsstellung bewirkte) scharfe Hierarchisierung der Lehrerkategorien 
in sich selbst. 

Solange diese stándischen Empfindlichkeiten bestehen, kónnen sie nicht 
allein dadurch zurückgedrängt werden, daß man kompensatorische Bil- 
dungsideologien entwickelt (der Volksschullehrer als der volkstümliche 
Erzieher, der Philologe als der wissenschaftlich Gebildete) und vielleicht 
noch die Gehaltsklassen angleicht. Diese für die Motivation äußerst un- 

günstigen Ressentiments sind vorerst nur dadurch zu mildern, daß für alle 
Lehrerkategorien ein größererGrad an Aufwärtsmobilität ermöglicht wird: 
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für die Volksschullehrer die Méglichkeit, in die Berufslaufbahn des Real- 
und des Fachschullehrers zu kommen; für diese, in das Gymnasium über- 
zuwechseln ` für die Gymnasiallehrer die Chance, über das Oberstufenkol- 
leg in die Universitätslaufbahn aufzusteigen oder auszuweichen; für alle 
Lehrerkategorien zusätzliche Ausweichmöglichkeiten in die wissenschaft- 
lichen Beratungs- und Begleitberufe. Eine sinnvolle Regulation, wie sie 
nur durch eine vereinheitlichte Lehrerbildung gesichert werden kann, wird 
erst möglich sein, wenn das Standesdenken dank dieser nach allen Seiten 
geöffneten Berufslaufbahnen etwas abgebaut worden ist. Im großen und 
ganzen kann man sagen, daß eine Mobilisierung der Lehrerschaft nur da- 
durch möglich ist, daß man gleichzeitig versucht, die Karrieremöglichkei- 
ten zu erweitern und den Handlungsspielraum des einzelnen Lehrers zu 
vergrößern; kurz, daß man zu einer alle Lehrerkategorien umfassenden 
“Professionalisierung” gelangt.1?) 

Das gleiche Prinzip des Abbaus der eingetretenen Standesbildung durch 
Mobilisation gilt auch auf seiten der Eltern, die im allgemeinen wohl den 
am schwersten beweglichen Teil in einer Schulreform darstellen dürften; 
sie hängen, gerade je schlechter ihr sozialer Status ist, umso mehr an den 
alten Bildungsvorstellungen. Man wird die Eltern in ihrer Mehrheit nicht 
(oder jedenfalls nicht in absehbarer Zeit) davon überzeugen können, daß 
etwa die “Gesamtschule” pädagogisch und bildungspolitisch sinnvoller 
sein könnte als das bisherige Schulsystem. Das gilt gerade auch — entgegen 
der klassenkämpferischen Ideologie der früheren Einheitsschulbewegung — 
für die schulfremden Bevölkerungsschichten, in denen noch die größten 
Begabungsreserven zu finden sind. So muß man eben die Trends nutzen, 
die sich bereits im gegenwärtigen Schulwesen abzeichnen: die auch in den 
klassischen Gymnasialländern statistisch deutlich in Erscheinung tretende 
.. Verlagerung des Gymnasialübertritts vom Abschluß der 4. Klasse zum 
Abschluß der 5. Klasse; die Verstärkung des Realschulzugangs, die in fort- 
geschrittenen Regionen Hessens bereits 40% der Altersgruppe umfaßt; 
oder die Steigerung des Besuchs von Berufsaufbauschulen, wie sie beson- 
ders in Baden-Wiirttemberg geférdert wird. 

Es ist nicht einzusehen, warum man darauf bestehen sollte, den Weg in 
Richtung eines organisch aufgebauten Schulwesens unbedingt tiber jene 
Schulzweige zu gehen — wie über die Forderstufe oder über die Haupt- 
schule -, deren Entwicklung rückläufig ist. Der mit einer größeren Motiva- 
tion verbundene Weg über die mittleren Schulen kann noch schneller und 
effektiver in die gleiche Richtung fiihren. Voraussetzung ist nur, daB es 
gemeinsame (vorerst noch ganz allgemeine) Zielvorstellungen und Leit- 
linien der Schulentwicklung gibt. Eine Schulreform jedenfalls, die sich als 
Frontalangriff auf die bestehenden (sicher oft ganz unerträglichen) Zu- 
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stände verstünde, wäre in unserer Gesellschaft zum Scheitern verurteilt. - 


Sie mobilisiert keine neuen Kráfte, sondern trágt eher zur noch größeren 
Verunsicherung der ohnehin Bildungsfernen bei und sie droht jenen (auch 
politisch aktiven) Schichten, die das weiterführende Schulwesen bisher ge- 
tragen haben, mit Deklassierung. Das Grundprinzip einer “Schulreform 
durch Mobilisation” muß es dagegen sein, auf den bereits im Sinne der an- 
gezielten Schulentwicklung verlaufenden Trends aufzubauen und sie so 
weit wie möglich zu verstärken. Auf der anderen Seite hat es aber wenig 
Sinn, die in der Gegenrichtung verlaufenden Entwicklungslinien einfach 
auszuradieren; besser ist es, diese Entwicklungstrends nur “auszuhun- 
gern”, um so auch noch diesen Teil der daran geknüpften psychischen und 
sozialen Energien dem Schulsystem zu erhalten und auf einer späteren 
Stufe wieder dem Hauptstrom zuzuführen. 

2. Solche Leitlinien für die äußere Schulorganisation festzulegen, ist 
nicht so unmöglich, wie manchmal absichtsvoll behauptet wird. Es ist das 
Mißverständnis einer statischen Konzeption der Schulreform, daß die an- 
zustrebende Schulorganisation — ohne die Berücksichtigung der ja erst zu 
organisierenden und sich zum Teil auch spontan vollziehenden sozialen 
Prozesse — schon von Anfang an in allen Details festgelegt werden müßte 
und könnte. Das ist aber nicht der Fall. Es genügt nicht nur, sondern esist 
strategisch auch günstiger, sich vorerst nur auf ganz allgemeine, in der 


Schulentwicklung aller hochindustrialisierten Länder zu beobachten 


Grundzüge zu konzentrieren. 

Zunächst ist kurz zu umreißen, welche Bedingungen dieses anzustreben- 
de Schulsystem in ökonomischer, sozialstruktureller, politischer und päd- 
agogischer Hinsicht zu erfüllen hat. Die erste Bedingung liegt einerseits 
in der Erschließung eines selbst nach konservativen psychologischen 
Schätzungen noch riesigen Begabungspotentials,18) andererseits in der 
stärkeren Betonung jener (sozialen, technischen, wissenschaftlichen, mu- 
sischen) Komponenten der individuellen Begabung, die in unseren stark 
philologisch-grammatischen Lehrplinen bisher zu kurz gekommen sind. 
Konnte die Begabungsentwicklung früher vielleicht als ein von der Gesell- 
schaft unabhängiger Akt der “Selbstverwirklichung” verstanden werden, 
so ist sie heute zu einer nur noch auf breiter Basis zu sichernden Existenz- 
notwendigkeit unserer Gesellschaft geworden. Die Hebung des allgemei- 
nen Bildungsniveaus und die bessere ErschlieBung des Begabungspoten- 
tials ist heute ein unbestrittenes Ziel aller Schulreformen im Bereich der 
entwickelten Industrienationen. 

Die zweite Bedingung ist, daß jedem — unabhängig von seiner sozialen 
Ausgangslage — ermöglicht wird, den Platz in der Gesellschaft zu erreichen, 
an dem er, entsprechend seinem Leistungswillen und seinen Fähigkeiten, 
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am meisten zur Erfiillung seines eigenen Lebensplanes und zur Sicherung 
und Weiterbildung der gesellschaftlichen Ordnung beitragen kann. Eine 
hochindustrialisierte und demokratische Gesellschaft ist notwendig eine 
"Leistungsgesellschaft".19) Diese Leistungsgesellschaft aber impliziert 
einen hohen Grad von sozialer (kollektiver und individueller) Mobilitat. 
Eine Gesellschaft ohne Aufstiegshoffnungen und Abstiegsängste ist in 
einer säkularisierten Zeit, in der es keine hierarchischen Heilsvorstellungen 
mehr gibt, unméglich geworden. Es ist nicht die Aufgabe der Schule — wie 
das bis jetzt mit großer Ausdauer versucht worden ist —, solche Heilssur- 
rogate in Form eines charismatischen Begabungsbegriffes oder eines stän- 
disch oder religiös verklärten Bildungsbegriffes anzubieten; sie wiirde da- 
mit lediglich die Minderprivilegierten ihrer Aufstiegschancen berauben 
und die Privilegierten ihrer Leistungsverpflichtungen entbinden. Die Pro- 
blematik des alten, in verschiedenen Säulen organisierten Schulaufbaus 
liegt vor allem in der Diskrepanz einer durch den Unterricht systematisch 
geférderten psychischen Mobilisierung und einer durch den Schulaufbau 
bestimmten (und durch die besten Methoden nicht aufzuhebenden) sozia- 
len Fixierung. Anstatt die gesellschaftliche Mobilitat zu fördern, werden 
hier Quasi-Standesgrenzen aufgerichtet, die durch “Begabung” und “Lei- 
stung” in keiner Weise ausgewiesen sind. Trotz der gegenteiligen Praxis 
ist es heute unmöglich geworden — das zeigt die Entwicklung der benach- 
barten industriellen Gesellschaften sehr deutlich 20) — Massenerziehung 
(“Volksbildung”) und Elitenerziehung (“akademische Bildung”), Massen- 
mobilität und Elitenmobilitát voneinander zu trennen. Das heißt nicht, 
daB heute so etwas wie eine “Elitenbildung” nicht mehr notwendig ware ; 
im Gegenteil. Aber heute wird nur noch eine Elitenbildung als legitim an- 
erkannt, die auf einer breiten und fiir alle gleichen Schulbasis aufbaut. Die 
auf “Leistung” ausgerichtete Legitimitätserwartung ist Gemeingut aller 
fortgeschrittenen Industrienationen. Gi 
Eine dritte Bedingung des zukünftigen Schulsystems liegt im politi- 
schen Bereich. Unsere Gesellschaft ist ja nicht nur eine “Leistungsgesell- 
schaft” (eine solche wáre auch durch “Ausbeutung” oder durch die gene- 
tische “Züchtung” von Genien und Arbeitstieren zu erzielen), sondern sie 
will auch eine auf dem Prinzip der Gleichheit begründete demokratische 
Gesellschaft sein. Das Prinzip der Teilnahme aller Búrger kraft Gleichheit 
muB sich mit dem Prinzip der Zugánglichkeit zur Elite kraft Leistung ver- 
binden. Die erste Voraussetzung fúr diese Verbindung ist eine gleichmäßi- 
ge und leistungsgerechte Verteilung der Schulplätze. Solange diese Schul- 


plätze in regionaler, begabungsmäßiger und sozialer Hinsicht so ungleich 
verteilt sind wie bisher, sind alle “demokratisch” erscheinenden Indoktri- 
teilt. Diese Voraus- 


nations- und Methodenversuche zum Scheitern verur! 
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setzung der GleichmaBigkeit der Beschulung kann aber letztlich nur in der 
organisatorischen Verbindung der verschiedenen Schulebenen gesichert 
werden. Eine Demokratie ist ja gerade dadurch charakterisiert, daB die 
unvermeidliche Differenz zwischen den Herrschenden und Beherrschten 
môglichst klein und spezifisch bleibt. Die Differenzen in Status und Presti- 
ge, in wirtschaftlicher Verfiigungsgewalt, in politischer und wissenschaft- 
licher Autorität usw. können durch kein Schulsystem verhindert werden; 
aber das Schulsystem darf wenigstens nicht dazu beitragen, daß diese auf 
verschiedenen Ebenen liegenden Herrschafts- und Statusdifferenzen dank 
der unterschiedlichen, durch dieSchule ausgegebenen“‘Berechtigungsschei- 
ne” sich miteinander “versáulen”.21) Der Abbau des Standescharakters 
der Bildung und die Angleichung der Bildungschancen ist so ebenfalls eine 
gemeinsame, manchmal sogar die entscheidende Zielsetzung der Reform- 
versuche. 

Mit der Angleichung der Bildungschancen und mit der Verbindung der 
verschiedenen Schulebenen wäre aber noch nichts gewonnen, wenn die 
Schule weiterhin ihre Ideologie des apolitischen Charakters der Bildung 
pflegte. Die notwendig gewordene Neudefinition der “Bildung” ist eine 
vierte pädagogische Gemeinsamkeit in der europäischen Schulentwick- 
lung. Die Begriffe “Bildung”, “Begabung”, “Leistung” sind — was sich in 
den Bildungsinhalten und Methoden niederschlagen muß — anders zu defi- 
nieren als das noch vor 40 Jahren möglich war; sie müssen ihres statischen 
und ständischen Charakters entkleidet werden: Bildung ist nicht mehr 
nach bestimmten, beliebig reproduzierbaren Inhalten, sondern nur noch 
als Fähigkeit zur Selbstbildung, als Befähigung zu produktiver Leistung, 
zur Reflexion und Kritik zu verstehen. Damit wird auch die für das deut- 
sche Schulwesen so lange (begrifflich wie organisatorisch) bestimmende 
Trennung von “Allgemeinbildung” und “Berufsbildung” von zwei Seiten 
her eingeebnet ; durch die “Generalisierung” und Verwissenschaftlichung 
der Berufsbildung und durch die stärkere Berufsorientierung (vocationali- 
sation) der Allgemeinbildung.22) In dieser Angleichung der Bildungsvor- 
stellungen liegt eine groBe (noch nicht überall ergriffene) Chance der Pád- 
agogik, gegeniiber den bildungsfremden Bestimmungen des Bildungs- und 
Erziehungsprozesses wieder ihre eigenen Prinzipien zur Geltung zu bringen. 

Diese vier Bedingungen: die bessere ErschlieBung des Begabungspoten- 
tials, die Zuteilung von Statuspositionen nach Leistung, die regionale und 
soziale Chancengleichheit im Zugang zu den Bildungsinstitutionen und die 
“Entsáulung” der “Bildung” als eines Standes- und Herrschaftskrite- 

riums, sind in unserem bisherigen System nicht mehr sicherzustellen. So 
sehr dieses System auch durch immer neue Anbauten und durch die Er- 
hôhung der Schulbesuchszahlen erweitert werden mag, trägt diese Erwei- 
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terung kaum noch etwas zur besseren ErschlieBung des Begabungspoten- 
tials bei. Es profitieren immer nur die in der Schule bereits etablierten und 
bis an die Grenze ihrer Leistungsfahigkeit beschulten Schichten. In einem 
Auslesesystem, das eine auch nur einigermaßen pädagogisch verantwort- 
bare Leistungsbewertung und Begabungsprognose nicht gewährleisten 
kann, wird — so sehr sich auch die einzelnen Lehrer darum bemühen mögen 
- im statistisch zu indizierenden Endergebnis weder das Prinzip der Chan- 
cengleichheit noch das der Leistung zureichend erfüllt. In einem solchen 
Schulsystem wird Bildung nicht um ihrer selbst willen betrieben (darüber 
hilft gerade auch die Propagierung der humanistischen Bildungsidee nicht 
hinweg), sondern vor allem als Status- und Herrschaftskriterium, als Be- 
rechtigungsausweis für bestimmte gesellschaftliche Positionen geschätzt. 

Die obigen vier Bedingungen sind — das weiß man eigentlich schon seit 
Condorcet 23) — nur in einem “organisch” ausgestalteten Schulwesen zu 
erreichen, in einem Schulsystem, das einen hohen Grad der “Flexibilität”, 
das heißt der freien Einstiegs- und Übergangsmöglichkeiten in vertikaler 
und horizontaler Richtung, mit einem hohen Grad der “Selektivitát”, das 
heißt der leistungsadäquaten und leistungskoordinierten Auslese und För- 
derung, miteinander verbindet.?4) Unser bisheriges (in Europa einmal weit- 
verbreitetes) Schulsystem ist dagegen ein System der parallelen Bildungs- 
günge, der drei voneinander getrennten und durch nur äuBerst geringe 
Übergangschancen (gemeint sind die tatsüchlichen Chancen, nicht die 
rechtlichen Möglichkeiten!) verbundenen Säulen der Volks- bzw. Haupt- 
schule, der allgemein- und berufsbildenden Mittelschule und des (akade- 
mischen) Gymnasiums. Dieses System ist wegen seiner permanenten sozia- 
len Ungleichheiten in einer demokratischen Gesellschaftsordnung, auch 
wenn sich die Gymnasialeingangszahlen und die Abiturquoten beträcht- 
lich erhöht haben, illegitim geworden. Außerdem bleibt diese Schule in 
schulorganisatorischer und bildungsökonomischer Hinsicht insofern in- 
effektiv, als immer nur ein Bruchteil der (nach Maßgabe von Intelligenz- 
tests) wahrscheinlich befähigten Schüler nach sozialständischen Kriterien 
oder nach erschreckend oberflächlichen Leistungskriterien vorzeitig aus- 
gelesen wird. Diese Schule steht einer gesellschaftlichen Modernisierung, 
die als Demokratisierung, als soziale Mobilisierung und als Industrialisie- 
rung nachweislich eng an den Wandel des Schulsystems gebunden ist, un- 
bestreitbar im Wege. “Selektivitát” und “Flexibilität” schließen sich in 
diesem System gegenseitig aus. Insofern sind die mit den Vokabeln “Qua- 
lität” und “Quantität” gegen eine Erhöhung der Beschulungszahlen ope- 
rierenden Kritiker im Recht; sie ziehen nur die falschen, wissenschaftlich 
nicht zu begründenden Konsequenzen: Erhöht man in diesem System die 
“Flexibilität”, so besteht — auf der Basis einer regional und sozial un- 
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gleichen Beschulung und nach hôchst einseitigen Bildungs- und Bega- 
bungskriterien — die Gefahr der Erniedrigung der “Selektivitát”, das heißt 
der Qualität der verschiedenen Abschlüsse. Erhöht man dagegen die “Se- 
lektivitát”, so steigert man — auf ebenderselben Basis — nur die ohnehin 
schon unerträglich großen Ungleichheiten und verliert einen weiteren 
(schon volkswirtschaftlich bedrohlich großen) Betrag an möglichem "eet. 
stigen Kapital”. 

Ganz abgesehen von dieser Qualitätsfrage, ist unser Schulsystem aber 
auch schon rein quantitativ nicht mehr in der Lage, die in einer hochin- 
dustriellen Gesellschaft notwendigen Voraussetzungen an Bildungsab- 
schlüssen zu sichern. Die letzten Vergleichsstatistiken der OECD für das 
Jahr 1965/66 gehen für den Abschluß der zur Hochschule führenden Se- 
kundarschule für die Bundesrepublik von einem Anteil von 6,7% an der 
entsprechenden Altersbevölkerung aus. Für die Niederlande sind es 7,4%, 
für Österreich 9,0%, für das Vereinigte Königreich 9,2%, für Frankreich 
13,2%, für Schweden 13,6%, für Norwegen 18,6%, für Belgien 19,0%. 
Von den in mehrerer Hinsicht schwer zu vergleichenden 76,7%, der USA 
und den wahrscheinlich bedeutsameren 50,7%, Japans soll hier ganz ab- 
gesehen werden.25) Nun sind solche Zahlenvergleiche immer anfechtbar. 
Aber abgesehen davon, daß noch niemand den Beweis dafür erbracht hat, 
daß unser Abitur besser ist als die Bildungsabschlüsse der angeführten 
europäischen Länder, gewährleisten diese Bildungsabschlüsse durch die 
“Europäische Konvention über die Gleichwertigkeit der Reifezeugnisse” 
einen gleichwertigen Zugang zur Hochschule. Zudem bestátigen sich die 
groBen quantitativen Unterschiede in der Hochschuleingangsstufe auch 
im Hochschulabgang. Das Argument, daB es sich auch bei den Hochschul- 
absolventen der anderen Länder um schlechter qualifizierte Abschlüsse 
handeln soll, ist weder nach dem Lehrangebot, noch nach dem finanziellen 
Aufwand pro Student, noch nach der geistigen und wirtschaftlichen Pro- 
duktivität des so qualifizierten wissenschaftlichen Personals zu stützen. 
Auf dieser Ebene ergibt sich folgender Vergleich: Wahrend bei uns im 
Alter von 20-24 Jahren (dieser Altersabschnitt liegt für unsere Verhält- 
nisse etwas früh, ein anderer wiirde aber keine grundsätzlich anderen Re- 
lationen ergeben) nur 2,54%, der Altersbevölkerung einen ersten Abschluß 
auf der Universitätsstufe erreichen, sind es selbst in Italien 3,29%, in 
Frankreich aber 5, 12%, im Vereinigten Königreich 6,54%, in der UdSSR 
8,2%. Die phantastischen 20,2% der USA 26) sind gegenüber der Qualität 
unserer Diplome und Staatsexamen sicher zu hoch gegriffen; aber selbst 
bei einer Reduzierung um die Hälfte sind sie noch immens. 

Man kann nun mit Sicherheit behaupten, daß schon eine Erhöhung der 

Abiturquoten bzw. der Hochschulabschlüsse um 100 bis 200 Prozent, wie 
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sie nach diesem Vergleich der schlieBlich mit uns in wirtschaftlicher — und 
deshalb immer auch in geistiger — Hinsicht konkurrierenden Lander erfor- 
derlich wäre, durch das Sáulensystem nicht mehr zu leisten ist ` noch weni- 
ger sind die veränderten qualitativen Ansprüche zu erfüllen. Diese sind nur 
in einem Schulsystem zu erreichen, das dank seiner flexiblen Konstruk- - 
tion geeignet ist, eine Expansion der Schulbesuchszahlen mit einem gleich- 
bleibenden oder noch gesteigerten Grad an Selektivität zu verbinden. Die- 
ses System ist notwendigerweise ein die ganze Sekundarschulstufe umfas- 
sendes “Einheitsschulsystem”. Wenn man sich heute auch scheut — be- 
dingt durch die klassenkämpferisch-ideologischen Assoziationen, die sich 
dank einer ebenso heftigen wie unwissenschaftlichen Polemik mit diesem 
Begriff verbunden haben — diesen Namen “Einheitsschule” noch auszu- 
sprechen, so ist man sich auch in Deutschland seit Johannes Tews, Paul 
Oestreich und Georg Kerschensteiner 27) im Grunde darüber einig, daß nur 
noch ein einheitlich organisiertes Schulsystem in der Lage ist, sowohl die 
Ansprüche unserer Gesellschaft zu erfüllen wie die Aufrechterhaltung der 
pädagogischen Prinzipien zu gewährleisten. Esist nach dem bisher Gesag- 
ten auch klar, daß diese “Einheitsschule” (die nicht mit den insulären 
“Gesamtschulen” zu verwechseln ist) nicht von heute auf morgen einge- 
richtet werden kann, ja daß es durchaus verschiedene nationale und re- 
gionale Konstruktionen einer solchen Einheitsschule geben wird und daß 
dieses Zieleineseinheitlichen Sekundarschulaufbaus nur auf ganz verschie- 
denen und oft auf mehreren Wegen gleichzeitig erreicht werden kann. 
3. Bevor wir uns diesen verschiedenen Wegen zuwenden können, ist es 
notwendig, noch die Zielsetzungen einer mit der angestrebten gesellschaft- 
lichen und mit der schulorganisatorischen Komponente korrespondieren- 
den “inneren Schulreform” zu skizzieren. Wir gehen dabei davon aus, daß 
das Schulwesen — soziologisch gesehen - 6 Hauptfunktionen zu erfüllen 
hat.28) (Dieser Bezugsrahmen scheint für unsere Zwecke einer nur globa- 
len Darstellung der Ziele und Strategien einer Schulreform vorerst aus- 
reichend zu sein; für spezifische Analysezwecke müßte dieser Bezugsrah- 
men natürlich entsprechend modifiziert und verfeinert werden). Danach 
lassen sich folgende Funktionen benennen, die jedes Schulsystem = ge- 
wollt oder ungewollt — erfüllt und für deren, den eigenen Zielsetzungen ent- 
sprechende Erfüllung jede Reform zu sorgen hätte: 
1. die Begabungsfunktion; 
2. die Ausbildungsfunktion; Ak SÉ 
3. die Funktion der politischen Erziehung baw. der politischen Sozialisa- 
tion; E 
4. die Funktion der Wertbindung und der Wissensstrukturierung ; 
5. die Funktion der Statuszuweisung; 
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6. die Funktion der Legitimierung der gesellschaftlichen Ordnung. 
Diese Benennungen sind noch vüllig abstrakt. In Wirklichkeit geht es 
natürlich nicht darum, daß durch die Schule Begabung mobilisiert wird 
und daß durch Schulbildung ein bestimmter gesellschaftlicher Status er- 

~ worben werden kann. Das geschieht unweigerlich. Die Frage ist nur, auf- 
grund welcher Kriterien, mit welchen Mitteln und im Hinblick auf welche 
Zielsetzungen dies geschieht und in Zukunft geschehen soll. Ein kurzer 
Abriß dieser Neuorientierung soll im folgenden versucht werden. 

Was die Begabungsfunktion (1.) betrifft, gilt es, von einer nur “selekti- 
ven” Begabungsauslese zu einer “elektiven”, fórdernden Begabungsaus- 
lese zu kommen. Die Schule muß Begabungen mobilisieren, bevor sie sie 
nach irgendwelchen Kriterien und Verfahren “auslesen”” kann. Dazu ist 
auf jeder Stufe zunächst das Bewährungsfeld zu erweitern und der Bewäh- 
rungszeitraum zu verlängern. Jede Maßnahme, die in diese Richtung zielt, 
ist ein Beitrag zur Schulreform. Zugleich gilt es aber auch, von den bloß 
“reproduktiven” Leistungen, die heute noch weitgehend im Vordergrund 
stehen, wegzukommen und stärker die nicht-reproduktiven Intelligenz- 
leistungen, schließlich aber vor allem die “kreativen” Leistungen zur Gel- 
tung zu bringen.29) 

Damit ist auf der anderen Seite eine neue Konzeption des Wissens (4.) 
verbunden. Wissen ist kein fertiges Material, sondern Wissen ist Methode. 
Die Kanonisierung des Wissens, die auf allen Stufen unseres Bildungswe- 
sens unter dem Motto “volkstümliche Bildung" oder “2000 Jahre huma- 
nistische Bildungstradition” vorgenommen wurde, die auch auf der Hoch- 
schule als wissenschaftlich nur wenig relevantes Lehrstuhl- und Prüfungs- 
wissen zu finden ist, ist aufzulösen. Nur so ist ein entscheidender Grad an 
psychischer und intellektueller Flexibilisierung möglich, wie er für die zu 
steigernden kreativen Leistungen Voraussetzung ist. Die in der Schule 
immer noch vorherrschende Funktion der eine Haltung der Gläubigkeit 
fordernden Wissenstradierung ist zugunsten der innovativen Momente zu- 
rückzudrängen. Die religiöse und weltanschauliche Wertbindung muß da- 
mit keineswegs verschwinden; in einer demokratischen Gesellschaft sind 
die für die gesellschaftliche Ordnung nach wie vor konstitutiven Wert- 
bindungen jedoch nur noch in der freien persönlichen und rational begrün- 
deten Entscheidung des Zöglings selbst zu vollziehen. 

Das ist schon um der neuen Ausbildungsfunktion der Schule willen (2.) 
notwendig geworden. Bildung kann in einer hochentwickelten Industrie- 
gesellschaft nicht mehr nur als Konsum verstanden werden, der der Status- 
bestätigung dient, sondern ist auch als Investition anzusehen.%) Damit 
Bildung aber auch wirklich eine Investitionskraft wird, ist es nötig, von 
der konsumorientierten und monovalenten Bildung wegzukommen und 
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zu einer investitionsorientierten und polyvalenten Bildung 31) vorzu- 
stoßen. Der alte Gegensatz zwischen “Bildung” und “Ausbildung” hat 
seine Schärfe verloren. Das soll nicht heißen, daß nur noch Ausbildung zu 
betreiben sei. Im Gegenteil ist eine sinnvolle Ausbildung nur noch möglich 
durch eine Verstärkung des “allgemeinbildenden”, die Grundhaltungen 
der Person bestimmenden Momentes. Umgekehrt kann es aber auch kei- 
nen Kult der isolierten “Allgemeinbildung” mehr geben. Sie muß den Zu- 
gang zu den Ausbildungswegen jederzeit eröffnen und absichern. Wäh- 
rend so die Berufsbildung auf allen Stufen zu humanisieren, 32) zu genera- 
lisieren und zu verwissenschaftlichen ist, ist die Allgemeinbildung ansatz- 
weise mit den spezifischen Momenten einer berufsorientierten Ausbildung 
zu verbinden. Das, was einmal als exemplarische Allgemeinbildung ver- 
standen wurde, die Gymnasialbildung, scheint immer mehr zu einer “Be- 
rufsbildung für Gymnasiallehrer" geworden zu sein,%) und die an den 
Berufs- und Fachschulen betriebene Fachbildung wird immer mehr All- 
gemeinbildung. Die Annäherung zwischen Allgemeinbildung und Berufs- 
bildung ist ein gemeinsamer Grundzug aller Schulzweige. 

Um zu einer anhaltenden Dekanonisierung des Wissens, zu einer poly- 
valenten Bildung und zu einer Verbreiterung und Vertiefung des Bega- 
bungspotentials zu kommen, ist es weiterhin (3.) erforderlich, von einem 
autoritativen zu einem partizipativen Erziehungsstil und von einer hierar- 
chischen Schul- oder auch Wissenschaftsorganisation zu einer kooperati- 
ven Struktur fortzuschreiten. Das Schwergewicht der politischen Erzie- 
hung kann heute nicht mehr auf der bloßen Disziplinierung oder auf einer 
isolierten “demokratischen” Indoktrination liegen, sondern nur noch auf 
einer politischen Erziehung durch Teilhabe. Diese Teilhabe ist sowohl im 
Schulsystem wie auch im Unterrichtsstil zu sichern und nicht nur in den 
Büchern vorzustellen. Die Amtsautorität hat vor der Sachautorität zu- 
rückzutreten. Dieses Problem ist auf der Ebene der Grund- und Haupt- 
schulen mit einer stark autoritativen Schulaufsicht das gleiche wie auf der 
Stufe der Universität mit ihren Lehrstuhlhierarchien. Wird unten die de- 
mokratische Erziehung verhindert, so wird oben die kooperative For- 
schung unmöglich gemacht. Demokratie und Forschung hängen enger zu- 
sammen, als man gemeinhin annimmt. A 

Im Sinne einer grundlegenden Schulreform liegt (5.) jeder Akt der inne- 
ren Schulreform, der von der Statusbestätigung zur Statusmobilisierung 
führt. Das gilt auch für die Schulgegenstände, die vielfach immer noch als 
Standeskriterien fungieren (z.B. die Alten Sprachen) und die man aus dem 
Kern in den Kurs verlagern kann. Es gilt aber auch fiir alle überflüssigen 
Berechtigungsscheine, die eine zukünftige Bewährung doch nicht ersparen 
können. Ebenso muß es für die den Bildungsaufgaben widersprechende 
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Standesabgrenzung der Lehrer selbst gelten, die man schlieBlich durch die 
Angleichung der Lehrbefähigungen abbauen kann. 

Damit zusammen hängt (6.) die gesellschaftliche Legitimierungsfunk- 
tion der Schule. Es kann heute keinen Automatismus der Legitimierung 
mehr geben. Früher konnte einmal gelten: Wer einen bestimmten Glau- 
ben, eine bestimmte Kultur, und eine bestimmte Bildung hat, gehört 
einem bestimmten Stand an; dieser Stand unterstützt in seiner Gesamtheit 
mehr oder weniger vorgegebene und für die gesellschaftliche Ordnung för- 
derliche Ziele; und dafür erhält er bestimmte Mittel zu seiner Verfügung. 
In einer dynamischen Gesellschaft können sich die Herrschenden ihre 
Positionen nicht mehr dadurch erkaufen, daß sie bestimmte Mittel und 
Privilegien verteilen. Die Legitimation muß diskussionsfähig bleiben. Es 
liegt im Interesse von Bildung und Schule, diesen Prozeß zu fördern. Da- 
mit ergibt sich aber auch für die Schule eine Akzentverschiebung: Die 
Schule diente bisher vor allem der Wissenskonservierung und -tradierung, 
und damit indirekt der Legitimierung der bestehenden gesellschaftlichen 
Ordnung mit all ihren Zufälligkeiten und Verkümmerungserscheinungen. 
Wir müssen aber allmählich zu einer Dominanz des Innovations-, des 
Orientierungs- und Methodenwissens kommen. Es hat auch keinen Sinn, 
den unteren Schulen die Tradierungsfunktion zuzuschreiben und allein 
der Universität die Innovationsfunktion vorzubehalten. Wenn diese In- 
novationshaltung nicht schon in den untersten Stufen unseres Schulwe- 
sens herausgebildet wird, dann fehlt sie auch auf der Universität. Der Un- 
terschied scheint lediglich im Spielcharakter auf der Unterstufe und in der 
größeren Komplexität und gesellschaftlichen Tragweite (und damit im 
Grad der Verantwortung für andere) auf der Oberstufe zu liegen. 

Die sechs hier aufgeführten Komponenten sind natürlich eng miteinan- 
der verbunden: eine ist die Bedingung der anderen. Bei uns scheint es, daß 
sie sich zu einem circulus vitiosus in der Weise verbinden, daß die Kanoni- 
sierung des Wissens einerseits in eine nur selektive und nach Kriterien der 
reproduktiven Leistung vorgenommene Begabungsauslese mündet bzw. 
daß sich andererseits eine nur monovalente Berufs- oder Allgemeinbildung 
mit einer autoritativen politischen Sozialisation verbindet und der dominie- 
rende Statuscharakter der Bildung zu einer Bevorzugung der traditionsbe- 
stimmten Momente in unserer Gesellschaft führt. Insofern ist es die pri- 
mare Aufgabe, diesen negativen Zirkel erst einmal aufzulösen. Das Schwie- 
rigste daran ist — da Erziehung in der einen oder anderen Weise ja immer 
geschieht und nicht vorübergehend zum Stillstand zu bringen ist -, daß 
gleichzeitig ein positiver Zirkel in Gang zu setzen ist. Dies wird nur mög- 
lich sein, wenn die Impulse dazu von allen Seiten her kommen, wenn die 
Betonung des Investitionscharakters der Bildung Hand in Hand geht mit 
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dem Abbau der hierarchischen Strukturen, die wiederum eine grundlegen- 
de Dekanonisierung des Wissens ermôglichen und damit besser mit bega- 
bungsfördernden Maßnahmen zu verbinden sind; die statusmobilisierende 
Funktion der Schule könnte dann zu einer stärkeren Betonung der inno- 
vativen Momente im gesellschaftlichen Legitimierungsprozeß führen. Es 
ist nicht zu vermeiden, daß für eine gewisse Zeit beide Schaltkreise neben- 
einander bestehen und sich gegenseitig stören. Es ist nur zu hoffen, daß 
sich der positive Kreis mit der Zeit immer mehr durchsetzt; sobald er sich 
einmal geschlossen hat und wenn er durch entsprechende schulorganisato- 
rische Maßnahmen abgesichert ist, dann wird er sich bald von selbst ver- 
stärken. * 


Für eine Strategie der Mobilisation 

1. Eine realistische Reformstrategie mit einiger Aussicht auf Erfolg ist 
nur aus einer Zusammenschau der gesellschaftlichen, der schulorganisato- 
rischen und der didaktisch-pádagogischen Situation zu entwickeln. Bevor 
weiter auf die schulorganisatorische Strategie einer solchen Reform einge- 
gangen werden kann, soll daher noch einmal kurz der Zusammenhang 
dieser drei Aspekte unter dem Zeichen der “Mobilisation” hergestellt wer- 
den. Die bisherigen Schulreformversuche blieben ineffektiv nicht nur, weil 
sie meist nur periphere Symptome zu isolieren suchten, sondern auch, weil 
sie auf dem Verordnungsweg vollzogen werden sollten. Das lief fast immer 
auf Kapazitütsregulation hinaus, auf die Regulation der Schülerstróme 
auf der Basis des gegebenen Personals und der gegebenen Schul- und 
Klassengliederung. Pádagogisch wie soziologisch sinnvoll ist jedoch nur 
noch eine Reform durch Mobilisation. 

Die vóllig unterschiedliche Wirkung der scheinbar zum gleichen Zweck 
angesetzten Mobilisations- und RegulationsmaBnahmen läßt sich am besten 
am Beispiel der Lehrerbildung aufzeigen. Als MobilisationsmaBnahme ist 
etwa die Einführung des 6-semestrigen Studiums für das Lehramt an Volks- 
schulen anzusehen. Diese hat u.a. zu einer schlagartigen Erhöhung des An- 
teils der männlichen Studierenden (um 46%) und wahrscheinlich allgemein 
zu einem Zuwachs der besser motivierten Studenten geführt.34) Als Regula- 
tionsmaBnahmen dagegen sind jene “Notmaßnahmen” anzusehen, nach 
denen Leute mit kürzerer Ausbildung in den Beruf eingeschleust werden 
sollen. Solche Notmaßnahmen, wie sie in Nordrhein-Westfalen kurz nach 
der Einführung des 6-semestrigen Studiums ergriffen wurden, scheinen re- 
gelmäßig zum Rückgang der männlichen Studenten zu führen. Um aus 
diesem Zirkel herauszukommen, könnte man nun versuchen — wie es auch 
tatsächlich immer wieder versucht wird -, möglichst viele Abiturienten für 
den Volksschullehrerberuf abzuzweigen. Damit geriete man aber wiederum 
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in den Bereich bloBer Regulationsmaßnahmen, denn diese Abiturienten 
miiBten woanders fehlen, vor allem bei den Gymnasiallehrern, aber auch 
in den Naturwissenschaften, in den technischen Fachern und bei der heute 
immer wichtiger werdenden wissenschaftlichen Zwischenträgerschicht. 
Als Mobilisationsmaßnahme im Sinne eines breiteren und ausgeglichene- 
ren Zustroms zum Lehrberuf kann daher nur die Erhôhung der Abiturien- 
tenrate angesehen werden. Nach einer Untersuchung von Undeutsch hat 
sich gezeigt, daß “bei einer Vermehrung der Abiturientenzahlen ... gera- 
de jene Gruppen von Abiturienten verstärkt werden, die ... den größten 
Prozentsatz an Lehrerstudenten liefern und darüber hinaus die Bereit- 
schaft erkennen lassen, bei bestimmten Verbesserungen der Lage des Leh- 
rerstandes noch mehr Abiturienten in die Lehrerbildung zu entsenden”. 
Die Vermehrung der Abiturientenzahlen würde außerdem “die unselige 
Absperrung des Lehrerberufs von seinen traditionellen Rekrutierungsfel- 
dern aufheben.” 35) 

An diesem Beispiel zeigt sich der Unterschied zwischen einer regulativen 
und einer mobilisativen Schulreform mit aller Deutlichkeit. Die Regula- 
tion scheint billiger zu sein und auf kurze Frist den gleichen Effekt zu er- 
zielen. Auf lange Frist führen solche RegulationsmaBnahmen aber gerade 
zur systematischen Zerstörung der wünschenswerten Rekrutierungsbasis 
für den Lehrberuf. “Erfolgreiche” Regulationsversuche sind unter Um- 
ständen die katastrophalsten Mißgeschicke einer grundlegenden Schulre- 
form, Für eine entschiedene und sich selbst weiterentwickelnde Schulre- 
form gilt jedenfalls das gegenteilige Prinzip: Mobilisation geht vor Re- 
gulation. Dieses Prinzip gilt auch im Bereich der Schulorganisation: Eine 
Vereinheitlichung des Schulwesens ist nur von Wert, wenn sie auf dem 
Wege der Mobilisation erfolgt. Eine regulativ verordnete Einheitsschule 
ist eigentlich nur aus dem Nullpunkt denkbar, in einer Situation des 
(durch Krieg oder Revolution bedingten) totalen Zusammenbruchs. In 
einer evolutiven Schulentwicklung aber ist diese Vereinheitlichung nur 
durch eine vorausgehende Verdichtung des Schulnetzes zu erreichen. Un- 
ter Verdichtung des Schulnetzes ist nicht nur eine Erhöhung der Schü- 
lerzahlen gemeint. Diese Erhöhung war bisher schon sehr kräftig; nur 
war sie eben noch viel zu wenig von einer entsprechenden Verdichtung des 
Schulnetzes begleitet; sie ging vielmehr aus von einer krebsartigen Ver- 
dickung der bereits bestehenden Knotenpunkte. 

Eine solche Steigerung der Schuldichte ist zugleich als Zentralisierung 
und als Dezentralisierung in Angriff zu nehmen. Zu zentralisieren sind die 
Zwergschulen, die ein- und zweiklassigen Grund- und Hauptschulen; zu 
dezentralisieren sind jedoch die gar nicht so seltenen Riesen-Realschulen, 
die Mammut-Gymnasien und Groß-Universitäten. Die Verdichtung des 
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Schulnetzes muB vor allem am Anfang dem sozialen Prestigegefälle der 
Schulen folgen; darüber kann auch ein gut gemeinter pädagogischer oder 
politischer Idealismus nicht hinweghelfen. Wenn die Zentralisierung von 
Volksschuloberstufen zu Hauptschulen auf Widerstand stößt, weil mit 
ihnen kein sozialer Gewinn verbunden scheint, so besteht immer noch die 
Möglichkeit der Dezentralisierung von Realschulen, die den gleichen 
Zweck erfüllt, jedoch nicht mit diesem Widerstand zu rechnen braucht. 
Statt eine durchgehende Zentralisierungspolitik zu verfolgen, wäre es ge- 
legentlich besser, Realschulen in Volksschuloberstufen “auszulagern” (wie 
das in Hessen erfolgreich praktiziert wird) ; ebenso kann man Gymnasial- 
oberstufen auf Realschulen aufpfropfen. Dieses Verfahreff hat den Vorteil, 
daß wegen eines unvermeidlichen und gelegentlich durchaus fruchtbaren 
sozialen Druckes am Ort dieser Schulen den so beschulten Schülern auch 
eine reale, nicht nur juristisch zugesicherte, Aufstiegschance geboten wird. 
Das gleiche gilt aber auch für den Hochschulbereich. Man wird sich viel zu 
langsam dessen bewußt, daß es eine sinnvolle, die geistigen Kräfte eines 
Landes erst voll erschließende Bildungspolitik sein könnte, die bestehen- 
den Technischen Hochschulen, die Sozial- und Wirtschaftswissenschaftli- 
chen und die Pädagogischen Hochschulen durch andere Fakultäten zu er- 
gänzen und allmählich zu Universitäten auszubauen.36) Diese Dezentrali- 
sierung bringt neue soziale Schichten und Begabungsreserven in die Uni- 
versität; dazu ist die weitere Verstärkung der ohnehin durch Kreislauf- 
schwäche gekennzeichneten Zentren ab einem bestimmten Punkt nicht 
mehr imstande. 

Die “Einheitsschule” (die begleitet werden müßte von einer “Gesamt- 
hochschule”) ist nur vorzubereiten, indem mit dieser Verdichtung auch 
eine allmähliche (juristische, finanzielle und personelle) Gleichstellung der 
im Prinzip gleichrangigen Anstalten einhergeht. Diese Gleichstellung ist 
im Interesse der dringenden Erhöhung der Übergangsquoten bzw. im In- 
teresse einer kooperativen Lehr- und Wissenschaftsorganisation unab- 
dingbar. Als vorläufiges Prinzip könnte man formulieren: Soviel Dezen- 
tralisierung (von oben) wie möglich und soviel Zentralisierung (von unten) 
wie nötig. Über eine Zentralisierung der Grund- und Hauptschulen kommt 
man nicht hinweg, ebenso nicht über eine Dezentralisierung der Universi- 
tätsgrundstufe; auf den dazwischenliegenden Stufen wird, je nach der 
vorherrschenden Situation, beides notwendig sein. Allerdings darf die 
Zentralisierung der Hauptschulen und der gymnasialen Oberstufen nicht 
gerade so angelegt werden, daß sie zur systematischen Isolierung führt 
und einer späteren Transformation der Hauptschulen in Real- oder Be- 
rufsaufbauschulen und der gymnasialen Oberstufen in Studienkollegs im 
Wege steht. Wo die Zentralisierung verkehrsmäßig nicht mehr zu gewähr- 
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leisten ist, muß man — wie das Schweden zeigt - zur Einrichtung von In- 
ternaten übergehen - eine Entwicklung, die man bei uns immer mehr dem 
privaten Schulsektor überlassen hat. Andererseits darf die Dezentralisie- 
rung nicht als ein Instrument der “Abkühlung”, der Demobilisierung von 
Bildungsinteressen verstanden werden. Eine Dezentralisierung der univer- 
sitären Unterstufe hätte beispielsweise keinen Sinn, wenn sie nicht mit 
einer stärkeren Konzentration der Oberstufe und mit einer besser ausge- 
wogenen Schwerpunktbildung in den Forschungsprogrammen verbunden 
wäre. 

Mit dieser Verdichtung bzw. Zentralisierung und Dezentralisierung ist 
eine größere hori2ontale Durchlässigkeit zu erreichen, die dann noch im- 
mer ihre Grenzen an den verschiedenen Lehrplänen und Sozialklimas, so- 
wie an den unterschiedlichen, sich gegeneinander polarisierenden Lehrer- 
kategorien finden wird. Der letzte Schritt einer konsequenten Schulreform 
wird daher in einer gewissen “Horizontalisierung”” des Schulwesens be- 
stehen müssen. Eine wirkliche Horizontalisierung kann aber erst einsetzen, 
wenn das Lehrpersonal so vermehrt worden ist, daß die Schülerzahlen pro 
Lehrer auf die Hälfte der bisher üblichen Durchschnittszahlen gefallen 
sind, und wenn die Lehrerbildung so vereinheitlicht worden ist, daß die 
Lehrer flexibel einsetzbar sind und sie auch ein gemeinsames pädagogi- 
sches Selbstverständnis entwickeln konnten. Dazu sind wohl ein bis zwei 
Jahrzehnte erforderlich. Eine Horizontalisierung ohne die vorherige Stei- 
gerung der Durchlässigkeit der Schullaufbahnen wie der Lehrerkarrieren 
wäre jedoch nur eine vergebliche architektonische Spielerei. 

Dem äußeren Prinzip der additiven Säulenschule entspricht das innere 
Prinzip der Kanonisierung des Wissens; historisch mehr oder weniger zu- 
fällige Gegenstände werden zum Kriterium für Bildung überhaupt. Um 
die Kanonisierung zurückzudrängen, ist es notwendig, zuerst einmal das 
Studienangebot zu erweitern. Das kann zunächst wahlweise geschehen. 
Mit der Zeit können dann auch der Kernunterricht eingeschränkt und die 
Wahlfächer zu Wahlpflichtfächern aufgewertet werden. Dann erst wäre zu 
sagen: “Also weniger Fächer und weniger Unterrichtspflichtstunden, da- 
mit um so gründlicher der Stoff verarbeitet werden kann. Mehr Arbeits- 
unterricht, bei dem die Anlagen hervortreten und entwickelt werden kön- 
nen”.37) Damit kann man aber schon im heutigen Gymnasium beginnen, 
ebenso in der Hauptschule und in der Realschule; didaktische Reformvor- 
schläge weisen schon seit Jahrzehnten in diese Richtung. Die bloße Addi- 
tion von Schulfächern, wie sie innerhalb des bisherigen Gymnasiums vor 
sich gegangen ist und wie sie durch die Aufspaltung in verschiedene Gym- 
nasialarten noch vermehrt worden ist, ist keine wirkliche “Differenzie- 
rung”: das Angebot für den einzelnen ist klein und es ist für alle innerhalb 
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der selben Schulart das gleiche. Dies ist keine “Differenzierung” bei gleich- 
zeitiger “Integration”, sondern nur eine Differenzierung durch Aufspal- 
tung, durch “Gabelung”, die aber weder in pädagogischer noch in schulor- 
ganisatorischer Hinsicht wünschenswert ist. Vielmehr hat “die allmählich 
einsetzende innere Differenzierung nach umstellbaren Arbeitsgemein- 
schaften ... in wahlfreien Kursen um einen nach und nach immer weniger 
Stunden umfassenden Kern- (Minimal-)Unterricht zu erfolgen”.38) Die 
Zurückdrängung des Kernunterrichts aber ist schließlich nur möglich 
durch die Verlegung des größten Teils des Fremdsprachenunterrichts, vor 
allem der klassischen Sprachen, aus dem Kern; nur dadurch wird eine 
wirkliche Anreicherung des Lehrangebots und eine größere, den individuel- 
len Begabungen und Interessen besser entsprechende Wahlfreiheit ge- 
währleistet. 

Eine auf diese Weise bewirkte Anreicherung und Dekanonisierung des 
Bildungsangebots kann jedoch nur ein erster Schritt sein. Wenn wirklich 
die Durchlässigkeit zwischen den verschiedenen Schularten auf der glei- 
chen Stufe erhöht werden soll, so ist schließlich auch eine Vereinheitli- 
chung des Kernunterrichts nicht zu vermeiden; erst die Schaffung eines 
gemeinsamen Kerns für alle oder für eine große Reihe von Schularten der 
gleichen Stufe kann reibungslose Übergänge ermöglichen. Der einheitliche 
Kern aber ist nur nach dem Prinzip der Zeitreduktion und der Zeitexpan- 
sion zu gewährleisten, wie es z.B. Oestreich ausführt: “Dieser Unterricht 
[in der Begabungsschule] behandelt denselben Stoff wie der desselben 
Jahrgangs in der Allgemeinschule, nur in vier [an anderer Stelle: in drei] 
Tagen, was jener in sechs [an anderer Stelle: in fünf] Tagen bietet”.99) Bis 
dahin ist jedoch noch ein weiter Weg. Vorerst hat für eine mobilisative 
Schulreform der Grundsatz zu gelten: Der Weg zur Vereinheitlichung 
führt über die (in eine gemeinsame Richtung zielende) Anreicherung der 
Lehrgegenstände. 

2. Das Prinzip “Mobilisation vor Regulation” kann jedoch nur als all- 
gemeine Maxime verstanden werden. Was im Einzelfall als “Mobilisation”? 
oder “Regulation” anzusehen ist, kann nur eine detaillierte Kontextana- 
lyse zeigen. Dabei ist es durchaus möglich, daß ein und dieselbe Maßnah- 
me in dem einen Fall als Mobilisation wirksam wird, in dem andern aber 
als bloße RestriktionsmaBnahme. Welcher Weg zu gehen ist, hängt von 
der jeweiligen Situation des Schulwesens und von den mit dieser Situation 
verbundenen gesellschaftlichen Verhältnissen ab. Für eine Schulregion mit 
einer großen Schuldichte und einer langen Tradition der Schulreformen 
wird ein anderer Weg zu beschreiten sein als für ein bisher ländliches und 
schulmäßig unerschlossenes Gebiet, das plötzlich von der Industrialisie- 
rung erfaßt wird. Für Räume der “Bildungsferne”, für Gebiete des “kom- 
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plementären Bildungsverhaltens” (die ungünstigen Dichtewerte auf der 
Abiturstufe werden durch hohe Realschulquoten aufgewogen) und fiir Ge- 
biete “phasenverschobenen Bildungsverhaltens” (Aufstieg zum Abitur in 
der zweiten Generation über den Mittelschulabschluß in der ersten Gene- 
ration)4) gelten grundverschiedene Mobilisationsmaßnahmen. Diese rei- 
chen von der Errichtung von Gesamtschulen in neugebauten Trabanten- 
städten oder in industriellen Großsiedlungen bis zur allmählichen An- 
gleichung und Zusammenfassung der Gymnasialkerne in alten städtischen 
Schulregionen, wie sie sich vor allem in den alten Residenzstädten finden; 
oder von der Aufstockung der Realschulen zu Gymnasien in den mobilen 
und vor allem gewerblich orientierten Kleinstädten bis zur Einrichtung 
zentraler Hauptschulen, die reale Übergangsmöglichkeiten zu Real- und 
Berufsaufbauschulen bieten, in den bisher noch unerschlossenen ländli- 
chen Gebieten. 

Es gibt viele Wege; aber für jeden dieser Wege gibt es bereits ein Bei- 
spiel, eine fortschrittliche und dennoch typische Region, an deren Schul- 
entwicklung die nachfolgenden und dem gleichen Typ zustrebenden Re- 
gionen sich orientieren können. Daneben wird es sicher eine große Reihe 
von ganz unterschiedlich konstituierten Überschneidungszonen geben. 
Hier wird man mehrere Wege zugleich gehen können, solange noch ge- 
sichert ist, daß sich die verschiedenen Maßnahmen nicht gegenseitig auf- 
heben oder in die gerade nicht erwünschte Richtung umschlagen. Hier 
sind dann eben bestimmte politische Kompromisse notwendig. Die Hoff- 
nung auf eine uniforme, einmalige und gleichzeitige Schulreform aber ist 
trügerisch. Sie ist bei der gegebenen föderativen Struktur nicht nur un- 
möglich; sie ist auch gar nicht wünschenswert im Sinne einer “Reform 
durch Mobilisation”, die auf die ökonomischen Bedürfnisse und die sozia- 
len Verhältnisse eingehen will und auf den politischen Prozeß der öffent- 
lichen Meinungsbildung und der demokratischen Entscheidung nicht ver- 
zichten kann. 

Es gibt keine Reformkonzeption, die diesen Prozeß überflüssig machen 
könnte. Auch die “Gesamtschule” bietet — zumal, wenn sie nur in kleinen 
Schulinseln in einem völlig anders strukturierten Umfeld realisiert wird - 
keine Universallösung. Die Behauptung, mit der Gesamtschule würde eine 
vertikal strukturierte Schularchitektur durch einen durchwegs horizonta- 
len Schulaufbau ersetzt, ist irreführend. Auch in der Gesamtschule besteht 
das Problem, Integration und Differenzierung, horizontales und vertikales 
Prinzip in ein ausgewogenes Gleichgewicht zu bringen. Eine Schule, die nur 
integrativ sein möchte, dürfte keine Leistungen verlangen; eine Schule, 
die nach Leistung differenziert, bringt unweigerlich ein vertikales Struk- 
turprinzip in die Schulgliederung hinein. Dieses Problem verlagert sich in 
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der Gesamtschule nur, nämlich von der gemeinsamen Grundschule und 
den davon getrennten weiterführenden Schularten zum Kern- und Kurs- 
unterricht. Die Fächerwahl der Kinder von bildungsbewußten Eltern wird 
eine lange Zeit unverändert bleiben und wird sich nach wie vor am alten 
Gymnasium orientieren, ganz gleich, ob diese Kinder dafür geeignet sind 
oder nicht. Dafür wird es nach wie vor Nachhilfestunden geben. Dagegen 
werden die Kinder der bildungsfernen Eltern eher der wohlmeinenden Be- 
ratung folgen und "angemessene" Kurse wählen. Zum SchluB ergibt sich 
so mit groBer Wahrscheinlichkeit die gleiche soziale Verteilung zwischen 
den Kursen und Kurskombinationen wie bisher zwischen den Schularten. 
Diese Wahl aber wird das soziale Prestige (und vielleicht auch noch lange 
Zeit den Hochschulzugang) bestimmen. Bei uns aber wurde bisher — und 
wird auch das erste Jahrzehnt in einer Gesamtschule - das soziale Prestige 
eines Bildungsweges für die Berufslaufbahn wichtiger genommen als die 
pädagogische Abgeschlossenheit eines Bildungsweges. Wie schon die Fór- 
derstufenversuche und wie die Untersuchungen über den französischen 
cycle d'orientation zeigen, bleibt die erste Kern-Kurs-Wahl, die auch in 
einer sogenannten Gesamtschule relativ früh getroffen wird, für die ganze 
folgende Schullaufbahn bestimmend. Wenn 9 von 10 Schülern im gleichen 
Kurs bleiben, in den sie gleich zu Anfang eingeteilt worden waren 41) oder 
wenn 66 Abstufungen nur 7 Aufstufungen gegenüberstehen,4?) dann kann 
von einer groBen Chance der Reorientierung bzw. des Auf- und Nachho- 
lens wohl kaum noch gesprochen werden. Die erwünschte Flexibilität ist 
eben nicht nur eine Sache der äuBeren Schulorganisation, sondern sie ist 
ebenso eine Frage der inneren Schulorganisation, d.h. der Bildungspläne, 
der angewandten Methoden und Arbeitsweisen, und sie ist ein soziales 
Problem, d.h. eine Funktion der physischen Nahe der Schulen, des sozialen 
Klimas in diesen Schulen und eine Frage der oft noch stark fixierten 
Prestigebediirfnisse der Eltern. 

Die “Gesamtschule” ist bestenfalls ein Weg zu einem organisch ausge- 
stalteten Schulwesen. Die Gesamtschule ware aber ein vergeblicher Ver- 
such, wenn nicht zugleich das gesamte Säulensystem umgebaut wiirde: 
erstens durch die Vermehrung der Übergangsmöglichkeiten und zweitens 
durch die Angleichung der Lehrpläne. Wenn 1959 in der Bundesrepublik 
von allen Abiturienten nur 1,3% aus dem sog. “Zweiten Bildungsweg” 
kamen, 1965 aber bereits 7,3%, und wenn für 1975 schon auf den bisheri- 
gen (völlig unzulänglichen) Wegen des Abendgymnasiums, des Kollegs 
und der höheren Fachschulen ein Anteil von 12,3% zu erwarten ist,43) so 
zeigt dieser Trend endlich in Richtung jener “beruflichen Sekundarschu- 
le”, wie sie von Georg Kerschensteiner und Aloys Fischer schon um 1928 
gefordert worden ist.*4) Dieser zweite Sekundarschulweg wäre nicht nur 
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schulorganisatorisch eine konsequentere Lésung als die immer noch sehr 
am “ersten” Bildungsweg orientierten und nur relativ kurze Teilab- 
schnitte überbrückenden (eigentlich doch gar keinen zusammenhängen- 
den "zweiten" Weg bildenden) Abendgymnasien und Kollegs; er läge zu- 
dem viel stärker in der Richtung der Weiterentwicklung unserer immer 
mehr von der Technologie bestimmten Berufsstruktur. Doch auch dieser 
Weg einer durchgehenden beruflichen Sekundarschule miiBte, damit er 
vom allgemeinbildenden Schulwesen nicht isoliert wird, von einer anderen 
Bewegung begleitet sein: von der Angleichung der Lehrpläne im gesamten 
allgemeinbildenden Sekundarschulwesen und zwischen dem mehr “allge- 
meinbildenden” und dem mehr “berufsbildenden” Sekundarschulwesen. 
Es handelte sich hier sozusagen um eine "geheime Gesamtschule”, um 
eine Angleichung der Lehrgegenstände, statt um eine Zusammenfassung 
der Schüler gleicher Altersstufe unter einem Dach.45) 

Alle diese Wege, die Gründung von Modell-Gesamtschulen, die Über- 
brückung der Bildungsgänge in unserem bisherigen Säulensystem und die 
Angleichung der Lehrpläne, setzen allerdings — wenn sie nicht in verschie- 
dene Richtungen führen sollen — eine institutionalisierte und koordinierte, 
mit Forschung und Verwaltung verbundene Bildungsplanung voraus. 
Sie sind außerdem nur gangbar, wenn es neben einem ausgebauten Diag- 
nose- und Beratungsdienst auch ein entsprechendes System der finanziel- 
len Förderung gibt. Keiner dieser Wege führt allein zum Ziel; vielmehr 
sind sie, vielleicht in bestimmten Akzentverschiebungen, gleichzeitig und 
im Hinblick aufeinander zu gehen. Wenn dieser Zusammenhang gesichert 
bleibt, beeinflußt die Änderung in einem Schulzweig oder auf einer Schul- 
stufe auch die benachbarten Bereiche. Der Ausbau einer beruflichen Se- 
kundarschule etwa bis zu einer Höhe von vielleicht 30%, der Abiturienten- 
quote müßte einen ungeheuren Sog auf das allgemeinbildende-akademi- 
sche Schulwesen ausüben (wahrscheinlich einen viel kräftigeren Einfluß 
als die nach allen bisher bekannt gewordenen Planungen doch relativ iso- 
lierten Gesamtschulen) und es für Reformtendenzen wesentlich aufge- 
schlossener machen. In einer Schulreform zählen soziale Realitäten mehr 
als Bildungsprogramme! 

3. Gesellschaftliche Mobilisierung, bildungsmäßige Flexibilisierung und 
schulorganisatorische Integration hängen natürlich aufs engste zusam- 
men. Das Bestreben einer grundlegenden Schulreform muß es sein, diese 
Momente in einen sich gegenseitig verstärkenden Zusammenhang zu brin- 
gen. Ziel der Schulreform ist weniger die Realisierung eines bestimmten 
Schultyps als vielmehr die Mobilisation, die dann — natürlich unterstützt 
und kontrolliert durch begleitende Analysen und entwicklungsfördernde 
Maßnahmen - in gewisser Weise ihren eigenen Weg finden wird. Die Grund- 
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züge einer solchen Mobilisierungsstrategie wurden kurz dargestellt. Um 
diese Mobilisierungsstrategie jedoch verfolgen zu kónnen, muB man aber 
auch die Gegenstrategien kennen, die in unserem Schulsystem und in 
unserer Gesellschaft bisher immer noch dominiert haben: die Strategie der 
didaktischen Introversion, die Additionsstrategie und die Departmentali- 
sierungsstrategie. 

Die Strategie der didaktischen Introversion scheint eine typisch deutsche 
Erscheinung zu sein. Beinahe die ganze Reformpädagogik der zwanziger 
Jahre: die Kunsterziehungsbewegung, die Erziehung vom Kinde aus, die 
Arbeitsschulbewegung, die Landschulheimbewegung, die Volksbildungs- 
bewegung, die Einheitsschulbewegung, scheint ihr Ende in der didakti- 
schen Introversion gefunden zu haben. Alle diese Reformen, die einschnei- 
dende schulorganisatorische und gesellschaftliche Anderungen zur Voraus- 
setzung gehabt hatten, sind heute entweder nur noch in den Unterrichts- 
und Bildungsprinzipien der Bildungspläne (“Erziehung vom Kinde aus”, 
“Differenzierung der Begabungen”, ““Arbeitsunterricht”) zu finden. In 
diesen Katalogen ist alles gesammelt, was in überbesetzten und nach 
Schularten fein säuberlich getrennten homogenen Leistungsklassen ein- 
fach nicht realisierbar ist. Oder die Reformpädagogik hat sich auf das 
Gebiet des Privatschulsektors zurückgezogen, wo sich einige Einheits- 
oder Kunsterziehungsschulen halten konnten. Im öffentlichen Schulsektor 
aber findet der “Arbeitsunterricht” seinen Niederschlag bestenfalls in 
einer Werkstunde und die Landschulheimbewegung in einem 14tagigen 
Aufenthalt in einem Schullandheim. Doch weder von den vereinzelten 
Schulinseln noch von den methodologischen Kunstlehren, die vielfach den 
Anschluß an die wissenschaftliche Didaktik verloren haben und im we- 
sentlichen nur noch der Abfuhr wertvoller seelischer Energien dienen, geht 
noch ein bestimmender Einfluß auf die tatsächliche Praxis von Unter- 
richt und Erziehung in unseren öffentlichen Schulen aus. 

Statt einer grundlegenden schulorganisatorischen Umstrukturierung 
kommt es bei uns, legitimiert durch die didaktische Introversion, nur zur 
Additionsstrategie. Sie beruht darauf, daß die Struktur der Schulgegen- 
stände wie die Schulorganisation im wesentlichen unberührt bleiben. Den 
Ansprüchen von außen wird erstens dadurch begegnet, daß der Bildungs- 
kanon erweitert wird. Hier ist das beste Beispiel das Gymnasium, wo zu 5 
oder 6 klassischen Fächern noch 10 Realien kamen. Durch die Ansamm- 
lung dieser Fächer wird jedoch keine neue Bildungsidee geboren, und es 
gibt wohl kaum ein hilfloseres Dokument als die Programmschrift der Ar- 
beitsgemeinschaft Deutsche Höhere Schule, 16) in der das enzyklopädische 
Sammelsurium zur Bildungsidee des Gymnasiums erklärt wird. Das glei- 
che scheint weitgehend für die Hauptschule zu gelten, die man um zwei 
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Jahre aufstockt, ohne daB wirklich eine neue, sich sowohl von der Real- 
schule wie von der Berufsaufbauschule unterscheidende Bildungskonzep- 
tion vertreten würde. Nicht anders war es bisher (vielleicht bringen die 
“Fachbereiche” eine Wende) auch im Universitátsbereich, wo immer neue 
Lehrstühle, oft in den seltsamsten Fächerverbindungen und -trennungen 
errichtet wurden. Der interdisziplinäre Charakter der Forschung, die Ko- 
operation, wurde kaum je institutionell gesichert. 

Zweitens suchte man den gesellschaftlichen Bildungsansprüchen durch 
eine ständige organisatorische Erweiterung zu begegnen. Das Humanisti- 
sche Gymnasium wurde in einem langen Kampf durch Realgymnasien, 
Oberrealschulen, Aufbauschulen, Deutsche Gymnasien usw. variiert und 
ergánzt.?? Verändert haben diese Anbauten jedoch nichts: die soziale 
Rekrutierung glich sich, wie gerade an den Aufbauschulen zu beobachten 
war, sehr rasch an die Normalform an, der Grad der Begabungsschöpfung 
blieb mehr oder weniger konstant.48) Und selbst der "Zweite Bildungs- 
weg” der Abendrealschulen, Abendgymnasien und Kollegs gerät — nur 
schwach entwickelt und angewiesen auf das Personal der Normalformen — 
in den Sog des "Ersten Bildungsweges”. Bei dieser Additionsstrategie 
bleibt eigentlich nur die Hoffnung auf den Zusammenbruch, wie sie Oest- 
reich formulierte: “Sie werden dieses Gewächs nicht zu hohen Jahren 
kommen lassen. Je mehr verschiedenartige, je mehr sich ungleich rekru- 
tierende, je mehr verschieden hoch bestockwerkte Typen im Lande ent- 
stehen, um so eher zerbricht diese breite, starre Gußeisenplatte von wech- 
selnder Dicke. Die Not wird noch höher steigen müssen, bevor siesich selbst 
radikal abhilft. Bis dahin wird es nach jeder ‘Schulreform’ nur den stärke- 
ren Ruf geben nach — Schulreform!”49) Doch auf diesen Zusammenbruch 
zu warten, ist nur eine weitere Illusion. Wie besonders seit dem Zweiten 
Weltkrieg zu beobachten ist, bleibt es nämlich nicht bei einer bloßen Ad- 
ditionsstrategie. 

Wo die Not am höchsten steigt, schlägt die Additionsstrategie um in 
eine Strategie der Departmentalisierung. Sie ist eindeutig auf das Gegen- 
teil von Mobilisierung ausgerichtet: auf die Isolierung der Krisensympto- 
me und ihre organisatorische Abschließung. Auch diese Versuche verbin- 
den sich mit der didaktischen Introversion; sie drängen jedoch auf eine 
stärkere institutionelle Verankerung und kommen notfalls auch ohne di- 
daktische Schönfärberei aus. Als ein solcher Versuch der Departmentali- 
sierung wäre z.B. die Einführung der “Studienschule’” durch den Deut- 
schen Ausschuß zu verstehen gewesen: Wenn schon das Humanistische 
Gymnasium einer Neuorganisation des Schulwesens im Wege steht, so 
muß man es — angeblich unverändert - in einem eigenen Bildungsgang er- 
halten. Dieser Bildungsgang käme aber weder dem Gymnasium und den 
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in ihm Gebildeten zugute, noch würde dadurch die Schulreform des ande- 
ren Sektors unterstützt; sie würde vielmehr von vornherein diskreditiert. 
Zu einem andern Departmentalisierungsversuch droht gelegentlich die 
“Förderstufe” zu werden: Wenn es Auslese- und Übergangsschwierigkei- 
ten gibt, dann sollen sie in der Férderstufe aufgefangen werden. Diese For- 
derstufe ist lehrplanmäßig wie personell ein bloBes Mischsystem ohne je- 
den Eigencharakter. Aber man hofft, durch sie sowohl die Grundschule 
wie auch das Gymnasium konservieren zu können wie sie sind. Am stärk- 
sten ausgeprägt ist die Segmentalisierungstendenz jedoch in den Empfeh- 
lungen des Bildungsrates zur Neugestaltung der Abschlüsse im Sekundar- 
schulwesen. Diese Empfehlungen gehen doch davon aus, daß eine ziemlich 
isoliert gedachte Revision der Abschlüsse genügen würde, um die durch 
den erweiterten Gymnasial- und Hochschulzugang aufgetretenen Schwie- 
rigkeiten wieder zu beseitigen. Durch Departmentalisierung war bisher 
aber auch weitgehend die Universitätsentwicklung gekennzeichnet. Die 
Vermehrung der Studienplätze erfolgte im wesentlichen nicht durch die 
Einrichtung von Parallellehrstühlen und durch die Errichtung interdiszi- 
plinärer Institute und Abteilungen, sondern durch eine Vermehrung der 
Ein-Mann-Institute. 

Solche Departmentalisierungen sind Fehlformen einer Reform, sozu- 
sagen “umgekehrte Reformen”, die zwar grundlegende Eingriffe vorneh- 
men, damit aber nur den Handlungsspielraum für eine Reform einengen. 
Solche Regulationsversuche tragen nichts zur Mobilisierung bei; sie ma- 
chen keine neuen Energien frei, vielmehr vernichten sie einen groBen Teil 
der gewachsenen Motivationen. Die Rechtfertigung solcher Eingriffe ist 
fadenscheinig. In ihr ist die Rede von der Behebung von MiBständen, von 
der Erhaltung des Altbewährten und von der Sicherung der Qualität. Tat- 
süchlich sind solche DepartmentalisierungsmaBnahmen geeignet, MiBstän- 
de zu beseitigen und Qualitátsansprüche zu sichern. Indem sie jedoch nur 
die Konsequenzen aus versáumten Reformen ziehen, gelingt ihnen die 
Neuordnung nur durch den Verzicht auf wertvolle und unglücklicherweise 
gerade in den “Mifstánden” sich manifestierende soziale und psychische 
Energien. 

Demgegenüber wird hier eine Strategie der Mobilisation vertreten: eine 
Strategie, die nicht von einem vorfixierten Zielmodell ausgeht und nicht 
nur isolierte Engpässe und Überkapazitäten im Auge hat, sondern die ver- 
sucht, die verschiedenen Bedingungen in ihrem prozessualen Zusammen- 
hang zu sehen. Die Mobilisationsstrategie geht vom Dynamoprinzip aus: 
Ein Schaltkreis muß aufgebaut werden, der so angelegt sein muß, daß die 
einströmenden Energien sich in der intendierten Richtung gegenseitig ver- 
stärken können. Die Energien, die sich in der didaktischen Introversion, 
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im politischen und kulturkritischen Ressentiment erschöpfen, müssen aus 
ihrer Fixierung gelöst und auf die Reformziele gelenkt werden. Das aber 
ist eben nur möglich in einer partizipativen Schul- und Bildungspolitik. 
Obwohl eine solche Reform nie abzuschließen ist, muß es immer strate- 
gische, auch die anderen Stufen der Schulorganisation in ihren Bann 
ziehende Punkte geben, auf die sich die Reform mit einiger Aussicht auf 
Erfolg konzentrieren kann. Außerdem müssen — auch das ist keine zu un- 
terschätzende Aufgabe — solche Reformschritte gegenüber der Öffentlich- 
keit deutlich sichtbar gemacht werden. Reformen, die unsichtbar bleiben 
oder nur noch zu einer größeren Undurchsichtigkeit der Verhältnisse füh- 
ren, sind (besonders am Anfang) nicht viel wert. Eine Reform von größter 
strategischer Bedeutung und zugleich größter Sichtbarkeit wäre sicher der 
(in manchen Bundesländern zögernd versuchte) Aufbau eines durchgehen- 
den berufsorientierten Sekundarschulwesens. 

Hier konnte nur versucht werden, diese Strategie der Mobilisation vom 
bildungssoziologischen Standpunkt aus kurz zu umreißen. Die Bildungs- 
soziologie ist jedoch nur ein Aspekt unter anderen; bildungsökonomische, 
schulrechtliche, bildungspolitische, bildungspsychologische und nicht zu- 
letzt pädagogische Überlegungen müßten eine solche Strategie ergänzen 
und korrigieren. Die Hoffnung, daß die verschiedenen Reformvorschläge 
“nach einer gemeinsamen Diagonale” 50) auszurichten wären, ist beim ge- 
genwärtigen Stand der erziehungswissenschaftlichen Diskussion und der 
zahllosen, in ihren Ergebnissen aber doch schon einigermaßen überschau- 
baren Reformversuche nicht mehr unbegründet. 
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REGULATION OU MOBILISATION ? 
POUR UNE STRATEGIE SOCIOLOGIQUE DE LA REFORME SCOLAIRE 


par WALTER L. BúnL, Munich 


Dans cet exposé, qui traite en premier lieu de la République fédérale d'Allemagne, 
l'auteur part de l'hypothése selon laquelle la pratique habituelle d'une réforme sco- 
laire “regulatrice’’, unique et homogéne pour tous les domaines sociaux et scolaires, 
est devenue impossible dans une société démocratique et fortement industrialisée. 
Une réforme moderne n'est concevable que comme processus de mobilisation. C'est 
pourquoi l'élaboration d'objectifs finaux complets structurés de maniére logique, ne 
revét plus qu'une importance secondaire; plus important est le développement d'une 
stratégie réaliste de la réforme scolaire. Dans le cadre de la réforme de la société et de 
la réforme des structures scolaires et des cours, l'auteur essaie, dans la partie suivante, 
de développer d'une manière plus approfondie les conditions et les grandes lignes 
d'une telle "stratégie de mobilisation". Se basant sur une analyse des différents ef- 
fets d'une réforme scolaire régulatrice ou mobilisatrice, l’auteur définit les principes 
suivants de la stratégie envisagée. 

Une mobilisation des énergies n'est réalisable que si la réforme scolaire s'adapte à 
la situation sociale des différentes régions scolaires, si elle tient compte des concep- 
tions pédagogiques traditionnelles de la population et si elle supprime systématique- 
ment — chez les éléves aussi bien que chez les enseignants — les tendances observées 
précédemment vers la formation de diverses positions sociales. Les principes sui- 
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vants entrent généralement en ligne de compte pour la réforme de l’enseignement 
lui-même: concentration du réseau scolaire par centralisation ou décentralisation 
d’après l'échelle de prestige des différents types d'écoles; intégration des différents 
types d'écoles par un nivellement progressif et par une plus grande “perméabilité” ; 
unification des programmes d'étude en différenciant le contenu des cours et en 
créant un systéme de cours facultatifs et obligatoires dans les différents types d'éco- 
les; transformation du système à structure verticale en un système intégré par l'in- 
troduction d'une structure horizontale. L'intégration de la formation d'enseignant 
doit précéder (de 10 ans) l'intégration du systéme scolaire. Enfin, l'auteur oppose 
cette stratégie de “mobilisation” aux contre-stratégies — qui prévalent encore dans 
la République fédérale — de "'l'introversion didactique", de “P'addition”” et de la 
“départementalisation”. 


REGULATION OR MOBILISATION? 
ON THE SOCIOLOGICAL STRATEGY OF SCHOOL REFORM 


by WALTER L. BúnL, Munich 


The basic assumption of this article, which deals primarily with the Federal 
Republic of Germany, is that in a democratic and highly industrialised society the 
customary practice of a single, regulating school reform, uniform for all social and 
school areas, is no longer possible. Modern reform can take place only as a mobili- 
sation process. The establishment of a logically structured pattern of objectives is 
therefore now of secondary importance; of greater urgency is the development of a 
realistic strategy for school reform. In relation to the reform of society and external 
as well as internal school reform, the article attempts to outline in greater detail the 
preconditions and fundamental principles of such a “mobilisation strategy”. Then in 
the concluding section, based on an account of the varying effects of a regulating or 
mobilising school reform, guidelines for the suggested strategy are presented. 

A mobilisation of new social energies may only be expected if the school reform is 
suited to the social environment of the individual school regions, if it takes into ac- 
count the educational concepts of the population as they have developed historical- 
ly, and if it systematically counteracts - in both pupils and teachers - the previously 
recognised tendencies towards educating in distinct social classes. The following 
guidelines are generally valid for the reform of the school system itself: intensi- 
fication of the school network through decentralisation of the more prestigious 
existing school types and centralisation of the less prestigious types; integration of 
the various types through gradual levelling and better transfer possibilities; unifi- 
cation of the overall curriculum by introducing a system of core and optional sub- 
jects and offering a differentiated selection of subjects; transformation of the 
vertical system into an integrated system through a gradual “horizontalisation”. 
The integration of teacher training must precede the integration of the school system 
itself by at least a decade. In conclusion, the mobilisation strategy is contrasted with 
the counter-strategies, still prevailing in the Federal Republic of “didactic intro- 
version”, “addition” and “departmentalisation”. 
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RESEARCH AND EDUCATIONAL ACTION 
by W. D. Watt, London 


Early History — The Artisanal Phase 

The history of empirical and scientific research in education and in the 
sciences which underlie it is relatively short. Less than a century ago began 
the work of such men as Galton (Anthropometric Laboratory, 1884), Sully 
and McDougall. One of the first psychological texts for teachers (The 
Teacher's Handbook of Psychology by Sully) was published in 1886. It 
seems reasonable to say that most of the early work was inspired by the 
problems which the extension of compulsory education presented for 
teachers and society generally. 

The work of the first three decades of the twentieth century in Europe 
and North America was extremely fertile. Most of our theories of percep- 
tion, cognition, intelligence, the emotional and social growth of children, 
of learning and of the impact of environment and experience upon de- 
velopment had their genesis then. So too did the development of the sta- 
tistical tools of research in the behavioural sciences — correlational tech- 
niques, multiple regression, analysis of variance, factor analysis. These 
brought with them an increasing respect for and subtlety in sampling 
theory and experimental method applied to complex human data. The 
first national survey of school children was undertaken in 1932 by Godfrey 
Thompson and brought unequivocally to light the wide range of differen- 
ces in ability, the relationship of these to such factors as social class, 
parental education, family size and geographical location. Educational 
psychology tended to emerge as an important empirical discipline to some 
extent divorced from academic psychology by its concern with the realities 
of human behaviour and learning, with child development, and with the 
relation between the individual and social groupings ranging from the 
family to the immediate environment and to society as a whole. It no 
longer relied uniquely or even mainly upon philosophical introspection and 
analysis. In the middle and late thirties many universities, in Scandina- 
via,1) France,2) Belgium,3) Italy,%) England,5) and of course the USA 6) 
established psychological laboratories or institutes for the study of the 
educational sciences on the Geneva model.?) 

However, prior to the 1939-45 war research in education and related 
sciences Was artisanal in character. Most of the empirical work was done 
by university teachers in time left aside from their lecturing and tutorial 
duties, and by students, the majority of them working part time for higher 
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degrées. Outside the United States, with a few conspicious exceptions,8) 
little support was given from public or private funds. Hence prior to 1945 
in Europe, we find research addressing itself principally to the rather 
limited issues which can be handled by one person over a brief period of 
time. There is little to compare with the more ambitious American re- 
search, such as the work of Washburne and the Committee of Seven,?) the 
Eight-year Study,10) the longitudinal growth studies 11) or the work of 
Terman.12) 

Direct effects of research on educational policy were not large or striking; 
however, indirect effects, at least in England, were considerable. At the 
risk of being slightly speculative, I would suggest that the very great 
strides towards a child centred primary education, the stress on individual 
differences and needs, the accentuation of active methods involving the 
learner in problem solving and centres of interest characteristic of English 
schools from about 1925 onwards owed at least their rationale to the work 
of British and American educational psychologists. Many of the pioneers 
of psychological research in education and child development were active 
members of the New Education Fellowship which, from its foundation just 
after the 1914-1918 war, did much to foster progressive education in 
Europe, the British Commonwealth and North America. 

It should be remembered also that the period 1920-1940 saw in many 
countries of Europe a considerable extension of special educational pro- 
vision for the physically and mentally handicapped, as well as a growing 
preoccupation with the causes and remedies of failure to learn to read, 
spell and calculate, with delinquency and maladjustment, and with the 
early stages of education in infant, kindergarten and nursery schools. 

Again it is hard to say how far research preceded practice, stimulating 
change and reform, and how far change and the ensuing controversies led 
to research. In one clear case public discussion of the validity of pedagog- 
ical ideas evoked a rigorous research response = the evaluation of activity 
methods in the infant school begun by D. E. M. Gardner 13) just prior to 
the Second World War. By contemporary standards this piece of work is 
perhaps somewhat primitive in design and in statistical handling, but it 
was among the first of its kind carried out on this side of the Atlantic. 


Mental Measurement à ; > 
In contrast, the immense amount of work done in the interwar decades 


on mental measurement, and particularly on the differentiation of abilities 
at the beginning of the teenage years, as well as the studies in Britain and 
America (and to some extent elsewhere) on the effects of socio-economic 
and family background on educational attainment and educational oppor- 
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tunity harmonised closely with a trend in educational thought which was 
then gathering force and came to fruition in the post-war decade. There 
had been, even prior to the First World War, a considerable development 
of selective academic secondary education throughout Western Europe, 
and this gathered pace between the wars. Since these schools led to the 
liberal professions and white-collar jobs, competition for entry was con- 
siderable. It was not long before research workers pointed out that any 
form of selective entry based upon the conventional examination of at- 
tainment levels in the primary or preparatory schools was likely to have a 
considerable range of error and to favour strongly children from educated 
middle-class homes; and this was true in an even greater degree for the 
“scholarship” examinations by which, in England at least, the abler chil- 
dren of the aspiring lower middle and working class homes were admitted. 
It was pointed out that some 40% of able children failed to get a suitable 
education because of their home circumstances.14) 

Hence arose two research preoccupations: attempts, which went on with 
very marked success notably in England, Sweden and Holland just before 
and in the decade following the Second World War, to devise fair and 
objective methods of selection for academic secondary education; and in- 
creasing attention to the ways in which schools might perpetuate social 
disadvantages. Both have had considerable consequences for post war 
thought and research on education, and each was and is still related to a 
wealth of work on such topics as school readiness, social and educational 
deprivation, streaming, grouping and other methods of arranging pupils 
for teaching and learning — in fact to most current themes of concern to 

educational psychology, educational sociology and experimental education. 

The war of 1939-45, like its predecessor, gave a strong push to educa- 
tional reform. The Butler Act in the U.K. (1944) was followed by similar 
reforms in many European countries. The trend towards the extension of 
secondary education both across ability and social groupings and beyond 
the age of fourteen posed acutely the problems of differentiation, of guid- 
ance and selection, of failure, and of curriculum relevance. The concept of 
“equality of opportunity” was embedded in the political philosophies of 
the more or less socialist or left of centre governments which came to 
power in many countries of Western Europe in the reconstruction period; 
but attempts to implement it soon encountered the difficulty that the 
most cherished form of education — the academic secondary school (gram- 
mar school, lycée, Gymnasium) — was manifestly suitable only to a pro- 

portion of adolescents. Furthermore, the disturbances of the war years had 
greatly affected the progress of at least two generations of primary school 
children. In Belgium, Holland, Switzerland, Britain, Finland and else- 
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where, studies showed that as many as 40% of pupils were at least one 
year retarded in their fifth primary year and that the proportion of those 
successfully completing secondary education was rarely higher than 60% 
- even of the selected group that entered.15) To some extent this serious 
position was rectified by the middle fifties as the schools and family life 
returned to more normal conditions 16) but it brought about considerable 
research into the origins of failure to learn to read and calculate, the 
emotional and social concomitants of failure 1?) and the appropriateness 
of curricula at all stages. 

Most research conducted in the decade immediately after the war — 
although the amount was increasing — was still artisanal and individual in 
the pre-war sense. Most of it was directed to fairly specific problems, 
mainly of a practical classroom type, or, like the work of the Geneva 
school, to the development by empirical means of a broad theory of cogni- 
tive development. Its influence was mainly upon teaching method; until 
the 1950’s little of it touched directly upon major issues of educational 
organization, administration or policy. A striking exception was the im- 
mense amount of work carried out by psychologists in England in con- 
nection with the allocation procedures used to guide and select children 
for the different forms of secondary education provided under the 1944 
Education Act. 

This work demonstrated two things. It showed that objective tests of 
verbal ability and basic attainment together with the appraisals of ex- 
perienced teachers would predict subsequent academic success five years 
later with a very small margin of error — and far more effectively than any 
other means. In this sense the “11-plus examination” as it was called 
involved a measure of social justice because it admitted a much higher 
proportion of working class children to academic schools and thence to 
Universities than had hitherto been the case. 

On the other hand, although the errors inherent in the procedure were 
small (5-10%) they represented considerable numbers of children who - 
had provision been more lavish - might well have profited by a grammar 
school education.18) Moreover, although the methods used were certainly 
socially fairer than any other selective device, children from working class 
homes still seemed to be at a substantial disadvantage compared with 
their middle class contemporaries.19) The upshot of the work done to im- 
prove the tests themselves and the general procedures was that the whole 
idea of selective education at the secondary stage came under attack in 
England, leading to pressures to abolish the 11-plus examination and make 
all secondary education comprehensive. A further incidental result seems 
to have been that the success of the psychometrists in devising objective 
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and reliable instruments has increasingly called into question the tech- 
niques of the traditional examination, not merely in schools but at the 
level of higher education. 


A Change in Climate 

At this point, it is well to pause and consider the very different climate 
of attitudes towards the organization and finance of education which 
emerged in the two decades subsequent to 1945. Education was (and 
often still is) regarded as an art, and national and local policies are 
determined in terms of argument, political pressures and more or less 
explicit social philosophies. In the discussions which preceded the pre-war 
reforms, scientific evidence was rarely called for and when available was 
frequently ignored. In any case, educational issues seldom aroused much 
public interest and educational expenditures, although comparatively 
high, were well below those of other chapters of national budgets, such 
as defence. 

The second world war gave a powerful impetus to changes which had 
been under way before — particularly to ideas concerning the responsibility 
of the state towards its less fortunate citizens. Most European govern- 
ments had to intervene more actively in the lives of their citizens in the 
period of reconstruction. Everywhere in Western Europe social services of 
all kinds were expanded and education came to be seen as a most im- 
portant part of the welfare state. It was also increasingly the most costly 
part. Attention should be drawn to three themes which have been pro- 
ductive of much discussion and are continuing to dominate research. The 
first of these concerns equality of access and opportunity irrespective of 
sex or social class. The second views education as an economic investment 
and suggests a relationship between the amount of resources devoted to 
education and the gross national product, standard of living or technolo- 
gical advancement. The third is more nebulous; it is concerned with edu- 
cation as a good in itself and also as the development of an individual 
freely and constructively participating in his society. 

In the forties and fifties, a number of countries (UK, Denmark, Norway, 
Sweden, Belgium, Finland, German Federal Republic) had set up commis- 
sions and organizations of varying degrees of independence concerned 
with the conduct and fostering of educational research directly concerned 
with policy making. In addition, whether through governmental or private 
initiative, new university institutes of educational research were founded 
and the staffs of existing ones increased. A Council of Europe publica- 
tion ?0) for 1968 covering 15 Western European countries, Malta, Turkey 
and the Holy See records only four countries without some kind of nation- 
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al educational research centre, or a constellation of university research 
institutes subventioned by government, or both. 


A Case History: The United Kingdom 

This pictureis very different from that before the Second World War, and 
it demonstrates a general growing awareness that major as well as minor 
decisions of educational policy are likely to be more effective if taken in 
the light of scientific evidence and supported by a knowledge of facts. 
There are also signs of the development on a considerable scale of oper- 
ational research and research directed to an evaluation of the effects of 
decisions when they are implemented. 

A summary case history may illustrate the general trend, and draw at- 
tention to the problems which the general development of research in edu- 
cation raises for research workers, politicians, and those professionally 
engaged in education as teachers or administrators. England and Wales 
are chosen as the example because this is the area best known to the writer; 
but very similar developments, many of them earlier, took place in Swe- 
den ?1) and are taking place elsewhere. 

England emerged from the war with a new Education Act stressing the 
importance of adapting education to the age, ability and aptitude of 
pupils and instituting universal free secondary education. Prior to the war, 
university study of education as well as the education of teachers for 
secondary schools were concentrated in University Departments of Edu- 
cation, many of which (notably London, Manchester and Birmingham) 
had built up considerable reputations for research in educational psy- 
chology and child development. The McNair report 22) on the training of 
teachers achieved greater unity by bringing the Teacher Training Colleges 
and the Local Education Authorities into close association with the Uni- 
versity Departments of Education in federal organizations called Insti- 
tutes of Education. This federalization under University auspices and a 
considerable increase in finance permitted three developments of great 
importance to research in the sciences of education. A considerable ex- 
pansion of full and part-time higher degree work became possible through 
increases in specialised staff. Full time courses lasting one year and of high 
academic standard (University Diplomas) but directed at such practical 
problems of the schools as learning failure, educational subnormality and 
maladjustment were introduced for serving and experienced teachers. 
Finally, some institutes were able to expand their research activities by 
setting up departments of research and higher degrees with active centres 
for child study.23) There was thus a considerable movement towards the 
scientific study of educational problems and a significant attempt to pro- 
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vide within the teaching profession a number of men and women in whose 
training empirical research had played a large part. 

Prior to the Education Act of 1944 the need for a national body con- 
cerned with research in education had been recognised. There were models 
in the Scottish Council for Educational Research founded in 1928 and in 
the Australian Council for Educational Research which, begun on the 
Scottish model in 1930, had developed from a co-ordinating and facilitating 
body into a full-scale research organization. The basic principle which was 
adopted in England and Wales was that of a co-operative enterprise 
among teachers, universities, local education authorities and the Ministry 
of Education, each contributing to the finance and having a part — but not 
a dominant one —in the control of policy. In 1946 the National Foundation 
of Educational Research in England and Wales (NFER) was formally 
constituted as an independent research institute with a clear mandate to 
address itself to educational problems of short and long-term national 
concern. 

Over more than a decade, with resources amounting to barely £20,000 a 
year, the NFER conducted research into allocation to secondary education 
and carried out national surveys of ability and attainment at key ages in 
the school system. In collaboration with a large local education authority 
it investigated factors in primary school organization, equipment and 
teaching which affected standards of attainment in reading. It set up a 
division which provided a service of tests and other instruments for use in 
educational guidance and diagnosis. However, apart from its actual re- 
searches, valuable and distinguished as these were, the NFER developed 
a distinctive role in educational research: it began to perfect a research 
strategy and technique quite different from what we earlier termed arti- 
sanal methods. From the outset it rigorously imposed upon itself the 
discipline of providing facts and information as free from bias as possible 
and of distinguishing between objective evidence and value judgements 
or opinion. From the outset too its approach was rigorously experimental 
and statistically based, working with large and representative samples (for 
example, 60 schools were included in the Kent Reading Studies). To do 
this with slender resources and a small staff required the development of 
research techniques and instruments which could be applied adequately 
by teachers and local education authority staff and inspectors. The central 
research teams were small (1-2); their function was to plan the enquiry, to 
develop the instruments needed, to win the co-operation of the schools 
and above all to provide the administrative services necessary to conduct 
major field surveys. Data handling and analysis and the presentation of 
the final report were also a responsibility of the NFER staff. 
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Up till 1960, the general pattern of research in England was that of 
a number of university departments with slender resources plus the 
NFER as the only permanently established organization capable of tack- 
ling problems on a national scale. There was one exception. In 1946 a 
survey was made under the auspices of the Population Investigation Com- 
mission (PIC) of all the births in the United Kingdom during one week in 
March. Out of this perinatal survey grew a longitudinal study of 5000 chil- 
dren conducted — again with slender resources-by J. W. B. Douglas 24) 
which is still continuing. When the children in this study reached school 
age, the NFER and the PIC collaborated and the study was linked to the 
National Surveys. Quite apart from its medical and social aspects, this 
follow-through study has proved extraordinarily valuable, throwing un- 
expected light upon such educational problems as the relation of social 
background, early medical and family history, parental interest and the 
like to factors in school organization —like degrees of selectiveness, stream- 
ing, availability of nursery school education — and to the differential 
growth of educational ability and attainment. It should again be empha- 
sised that the research staff was a very small one; the bulk of the field 
work was carried out voluntarily by health service staff, teachers, school 
medical officers and members of the school inspectorate. 

In 1959 25) the present writer calculated that while the education service 
was costing £6-700 million, expenditure on research in education and in 
those aspects of behavioural science directly related to it was not more 
than £ 125,000 representing 0.02% of the total. Of this the budget of the 
NFER was about £50,000. It could reasonably be said in spite of im- 
pressive achievements with slender means, research in education was re- 
garded as entirely marginal to national policy making. Indeed one Minister 
of Education - who handsomely retracted later — said with more wit than 
insight that it was an activity devised by the long haired for the torment 
of the long suffering. x 

From 1960 to 1970 the whole scene changed. A series of national reports 
on various aspects of the educational system (Crowther,2%) Robbins,?") 


Plowden 28)) all deplored the lack of research to provide them with the 


necessary evidence and commissioned extensive surveys. In 1962 the 
set up a fund which rose from 


Department of Education and Science 
£20,000 annually to £365,000 annually in 1965, from which research in 
education was commissioned. The large charitable foundations, inside and 
outside Britain, cautiously began to support work on a comparatively 
large scale — though at first with somewhat misleading criteria as to what 


was possible and desirable. 4 
Two other developments should be noted. Britain has long had Medical, 
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Science and Agricultural Research Councils. In 1966 a Social Science Re- 
search Council was set up with a special Educational Research Board 
whose main preoccupations have been to help fill the increasing need for 
research workers and to foster all kinds of research in education, mainly in 
universities. Preoccupation with reform of the curriculum, stimulated to 
some extent by work financed by the Nuffield Foundation in science, 
mathematics and in foreign language study led to the establishment of the 
Schools Council for Curriculum and Examinations, a quasi-independent 
body controlled by the local education authorities, the Department of 
Education and Science and the organizations of teachers. It has com- 
missioned a certain amount of research, mainly in connection with cur- 
riculum reform but also — through the NFER - in the development of 
examinations which do not have an adverse effect on curricula.?9) 

Acentury after the Foster Education Act (1870), therefore, education is 
beginning to emerge from a situation in which rule of thumb, experience, 
amateur philosophy and the unanalysed practice of gifted teachers were 
the sole basis for change. Small teams of research workers devoting the whole 
or a principal part of their time to a project over periods of three to five years 
are now the rule rather than the exception, and an increasingly high level of 
sophistication both administratively and in terms of experimental design, 
statistical analysis and the use of modern computer techniques is attained. 
For example, the 1958 cohort study (conducted by the National Bureau for 
Co-operation in Child Care) has been able to follow all 17,000 children born 
in the first week of March 1958; the perinatal data covers an incredibly 
detailed examination of mothers during pregnancy and their children at 
and after birth, and it is proving possible, within the overall study, to 
make related and more detailed examinations of vulnerable groups — so- 
cially and intellectually disadvantaged, physically handicapped, those 
showing initial difficulties of adjustment to school, the highly intelligent, 
adopted, fostered and illegitimate children. It is planned to conduct a 
further perinatal survey in March 1971 with a follow-up over the sub- 
sequent years. si 


Independent Research Institutes 

The UK scene is neither exceptional nor does it represent the most ad- 
vanced developments in every respect. In Sweden as early as 1950 legis- 
lation provided for the organization of a Bureau of School Experimen- 
tation within the National Board of Education; in 1954 in connection with 
the reform of teacher training, Schools of Education were set up, with a 
clear mandate to carry out research on school problems. In the same year 
they initiated what must be the first major evaluation of two systems of 
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education — the selective versus the 9 year comprehensive schools — in the 
city of Stockholm. As the results of this work came to hand, they were 
reported to a Royal Committee with the Minister of Education in the 
chair.30) Between 1955 and 1966 a considerable number of research insti- 
tutions, with full time staff, have been established, in the large majority 
of cases financed by the Government, either through the National Board 
of Education, the Swedish Social Science Research Council, or the Bank 
of Sweden Jubilee Fund. Most of these institutions are located in uni- 
versity institutes of education or in the schools of education set up from 
1954 onwards and closely associated with universities. In all, ten major 
institutes for educational research are planned. In the 1962 Education 
Bill the Minister of Education provided funds for a new approach to re- 
form in educational practice, similar in intention to that of the Schools 
Council for Curriculum and Examinations in England — empirical and 
multidisciplinary studies of curricula and method, the production of ma- 
terials and the evaluation of their effectiveness, in short, what is known as 
research and development. 

One further change should be mentioned, for it is characteristic of the 
new climate. Increasingly in Europe, Ministries of Education are setting 
up, within their administrative framework, departments concerned with 
research and planning. In some early instances, these departments were 
intended to conduct their own policy oriented research; some still do. For 
the most part, however, their function is to gather intelligence about 
relevant research, to conduct more or less routine operational and mo- 
nitoring enquiries and to commission policy oriented research from uni- 
versities and independent research institutes. 


Controversies 

The growth in resources, organization and power of research directed to 
education in the last ten years has sharpened the problems and contro- 
versies. Educational research is an applied science, or rather a collection of 
interacting applied disciplines, and is very much dependent upon the de- 
velopment of basic theory and of experimental and research techniques 
elsewhere within the behavioural and to some extent the natural and 
mathematical sciences. Education itself is not a science and few education- 
al decisions can be made upon the basis of fact and scientific knowledge 
alone. Many such decisions cannot even wait upon knowledge or properly 
evaluated experiments. Moreover, since education is concerned with ends 
as well as with means, with values and notions about what is good, the 
roles of research, philosophical and social analysis, and political action 
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have to be clearly distinguished — a task which many administrators, 
teachers and politicians find exceptionally difficult. 

This can be well illustrated by the controversies raging over the concept 
of intelligence and its measurement, the relation between social class, 
social environment, early deprivation and ability to learn, the content 
relevance of curricula, and the expectations of schools and teachers. Much 
of the work in the United States and in Europe concerned with “com- 
pensatory education” for the “socially disadvantaged” has been inspired 
on the one hand by psychological and sociological enquiries of a basic 
theoretical nature in psycholinguistics, early conceptual and intellectual 
growth and the longitudinal study of children in families from widely 
differing social environments. On the other hand there is a laudable de- 
termination to recognize that equality of opportunity is not the same 
thing as equality of access or provision in education, and the consequent 
attempt to discriminate positively in favour of the underprivileged. 

Similarly complex motivations lie behind the move towards compre- 
hensive education at the secondary stage and the very considerable body 
of research which it has and is continuing to provoke.31) The trend of social 
and political thinking is against élitism, selectiveness and privilege in edu- 
cation; economic theory suggested that increased exposure to education 
over a longer period for everyone would contribute to economic and tech- 
nological growth; and at least some psychological and sociological theory 
supported the idea that many apparent inter-human differences were arti- 
facts of an educational system which stratifies children very early by 
ability and sets up expectations to which pupils tend to conform. 

Thought and studies devoted to secondary education have stressed the 
ways in which pupils are grouped in educational systems. Any form of 
ability grouping has tended to come under attack and to become the sub- 
ject of operational (and in some cases of action) research. A case in point is 
the recently completed major study of the NFER into streaming and other 
forms of grouping in the primary school.32) This enquiry aptly illustrates 
the complexities of any investigation of an operating system and the need 
to clarify the definitions of educational aims and outcomes, to express 
these in operational terms, and to Tecognize that administrative and or- 
ganizational systems will not realise their stated objectives unless these 
are in harmony with the teachers’ own — often unanalysed — systems of 
belief and practice. 

This kind of research, provoked either by policy decisions or by the 
embodiment of social ideas and values in pedagogic method, has tended 
to direct attention more and more to the key person in education, the 
teacher himself. As in America earlier, many European teams 33) are de- 
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voting their attention to analyses of what goes on in classrooms; classroom 
climates, and job analyses of teaching at varying levels, teacher satisfac- 
tion and dissatisfaction. Some of these enquiries are resulting in training 
and retraining programmes similar to those used by industry. 


Action Research 

The trend towards action research is growing. More and more it is per- 
ceived that every new educational development is an experiment and 
that as such it should - if we are to learn from it and avoid damage or 
prejudice to children — be put ina rigorous framework of evaluation. Such 
action research is what is often called research and development, par- 
ticularly in curriculum work, but it is not of course confined to curriculum, 
or even to pedagogic method. It is beginning to become clear that such 
work, if it is to be called research, requires adherence to a rigorous con- 
ceptual model and complete independence in the final evaluation. Basi- 
cally the model is that a new pedagogical procedure, organization, cur- 
riculum content or similar idea is evolved from prior knowledge of child 
development, learning theory, teaching experience, or even an educational 
ideology. The aims and objectives — the expected outcomes — are defined 
in behavioural terms, and the curricular content or teaching strategies are 
developed. Depending then on the experimental design and sampling used, 
the enquiry can answer such questions as: are the stated objectives at- 
tained? are other objectives attained? does the procedure achieve its own 
goals as well as, or better than some other procedure? If the evaluation is 
concurrent as well as final it is possible to check on (and improve) the 
procedures in the course of the enquiry.94) Such research and development 
demands an acute philosophical as well as behavioural analysis of its 
objectives. It demands — if it is to be credible — objective evaluation of a 
comparative kind which takes into account the multiple objectives served 
by education rather than a set of simple criteria. It is therefore likely to be 
at its most useful and convincing if the development and research teams 
take full account of the realities of the classroom situation. This in turn 
implies that pedagogical knowledge and experience are as important in the 
genesis and conduct of such enquiries as are the behavioural disciplines 


themselves. ? 
Economics of Education. Even the present brief survey would be incom- 


pleteif mention were not made of three other immensely important themes 


of research which, although embryonically present well before 1945, have 
since become highly productive and are guiding educational applications 
d earlier to the idea that expenditure on 


in many countries. We referre x iture 
education may be related to rates of economic growth. This notion is of 
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crucial importance, particularly for the developing countries, but also for 
the wealthier sectors of the world, where rising demands for education and 
the extension of school, further and higher education mean that an ever 
higher proportion of national revenue has to be devoted to providing fa- 
cilities and training and paying qualified staff. The pressure to increase 
“investment” has led to questions about achievement, about quantity of 
trained manpower, about the demand of the economy for scientists, tech- 
nologists and the relation of these to economic growth and competitiveness 
on the one hand and education regarded as a consumer good on the other. 

From the welter of discussion and research in this area, a number of 
leads to systematic study have emerged. A number of countries, particu- 
larly those most involved in technical assistance to their ex-colonies or 
other parts of the developing world, have established research centres 
aiming broadly at increasing the effectiveness of educational aid. Internal- 
ly and internationally, organizations concerned with educational planning 
are developing.35) There are now serious attempts in a number of countries 
to carry out “cost-benefit studies” in which analyses of inputs in terms of 
pupils and students as well as of costs in the material sense are compared 
with processes and forms of organization (pedagogic method; degrees of 
selectiveness; cost and utilization of facilities, such as buildings, libraries, 
mechanical aids, auxiliary staff) in terms of “outputs” — quantity and 
quality of the educational end product. Again it will be seen that such 
studies cannot be unidisciplinary; nor can they be carried out without a 
clarification of educational and social as well as economic aims. When this 
kind of research is applied to technical assistance and educational de- 
velopment, it joins hands with anthropological, social and psychological 
studies of human potential and growth in pre-industrial societies, with the 
task of adapting curriculum content and educational method to the learner 
and a host of similar matters. 

Longitudinal and Cohort Studies. Earlier, mention was made of the im- 
portance of longitudinal studies to our knowledge of child development. 
Most of the early ones were based either on small or on self selected 
samples, More recently, the cohort study, based on a complete group or at 
least a defined sample, has emerged as a powerful weapon in the social 
sciences generally and particularly as a device for monitoring the general 
functioning of educational systems. Some of these studies are based upon 
birth samples, like those of Douglas 36) and the 1958 NCDS 37) project. 
Others, like the Individualised Statistics,38) follow cohorts born at five- 
year intervals but studied from the age of 13 throughout their passage 
through the educational system. Such studies provide basic background 
data for much other work and their repetition at intervals gives early 
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indication of trends.39) The longitudinal cohort study is not however con- 
fined to such use. It has become an important aspect of action research in 
education for the obvious reason that education has long term aims and 
no adequate evaluation of it can rely on measures taken at one or even 
two points in time. 


International Evaluation. Finally we should record a major development 
of the last decade which may well prove to be the most significant advance 
in educational research of this century. From 1952 onwards, mainly 
through small expert meetings at the Unesco Institute for Education, 
Hamburg, a series of comparative factual studies based on existing re- 
search was made 29 Out of this activity grew an international association 
of research workers and research institutes which, beginning with a pilot 
study of 13-year-olds in twelve countries, resulted in the International 
Project for the Evaluation of Educational Achievement (IEA) which is an 
independent non-profit making association of educational research centres 
from nineteen countries spread across the world from Europe to Japan, 
from the USA to the USSR. This organization has carried out one system- 
atic study of achievement in mathematics in twelve countries by means of 
specially constructed measures, tests and questionnaires covering not only 
mathematics as a subject but the influence on achievement of different 
teaching methods, curricula, forms of school organization, parental atti- 
tudes and so on. Similar studies are now in progress on Science, French 
and English as foreign languages, Reading Comprehension, Literature and 
Civic Education.) 

These studies are significant in two ways. The very fact that inter- 
national scientific co-operation in educational research can be effectively 
organized implies the existence of powerful and highly developed research 
institutions in the member countries and a much more widespread techni- 
cal and scientific competence than might have been expected ten years 
ago. Further, it is now possible to conceptualise a highly complex array of 
international and intercultural variables, measure these with accuracy 
and, by cross national comparison and sampling, attack some of the basic 
problems of educational aims in relation to societies with different struc- 
tures and values. We can begin to see how and why educational systems 
shape human beings. The factual bases for wise policy choice and value 


judgement are beginning to be laid. 


Conclusion: Problems of Independence 


The writer is conscious of many omissions in this brief account and of 
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having almost completely neglected the American and Russian work, as 
well as many initiatives in countries in Europe not mentioned. 

As educational research increases in power and in scientific rigour, many 
acute problems are raised: problems which concern the independence of 
the research worker from government interference or pressure, the prob- 
lem of the ability of a scientist working in a field of study so impregnated 
with values to retain his objectivity and non-involvement, and problems 
of éommunication with the professionals, teachers, administrators and 
politicians involved in education, who earnestly desire support for cherish- 
ed convictions and find the cautious objectivity, doubt and uncertainty 
which mark good research disconcerting if not downright threatening. 
There are growing problems too — both conceptual and organizational — 
concerning the relation between the growth of fundamental knowledge 
and theory in the behavioural sciences and the application of these to edu- 
cation. Solutions would imply a clarification of the roles of research within 
government, and of independent educational research agencies and re- 
search work in the disciplines of psychology, sociology, psychometrics, 
statistics and the like in University departments. The tendency to demand 
that research shall produce immediate practical and policy oriented re- 
sults, natural enough when considerable public funds are involved and 
urgent decisions have to be made, must not be allowed to get out of hand. 
Without progress in the basic sciences, research in education will lack 
both the instrumentation and the conceptual constructs necessary to its 
advance. In its turn this implies in most countries a concerted effort to 
train research workers firmly based in a relevant academic discipline with 
practical knowledge and experience of education and working within a 
career structure that permits movement among universities, research in- 
stitutes, administration and teaching. 

One may, perhaps optimistically, conclude by saying that after a 
hundred years or so of compulsory, universal education, we are beginning 
to emerge from the situation in which education was regarded wholly as an 
art into one where we are beginning to see that growing human beings 
cannot be made the playthings of unevaluated experiment. We are in- 
creasingly prepared to get the facts, to differentiate between hopes, ideals, 
values and possibilities and to recognize that there is an important tech- 
nology waiting to be developed and used. 
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BILDUNGSFORSCHUNG UND BILDUNGSPOLITIK 
von W. D. Watt, London 


Bildungsforschung im Rahmen der Erziehungswissenschaften ist verhältnismäßig 
neu und begann mit der Jahrhundertwende, In den meisten Ländern hat sie bis zu 
den dreißiger Jahren geringen direkten Einfluß auf die Entscheidungen im Er- 
ziehungswesen gehabt, obgleich Psychometrie sowie zunehmendes Wissen über Ent- 
wicklungs- und Individualpsychologie zweifellos das Klima der Schulen, insbesonde- 
re der Volksschulen, auf eine kindgemäßere Erziehung hin günstig beeinflußte. Die 
meisten Probleme und Fragestellungen nach 1945 waren jedoch bereits früher vor- 
handen und erforscht, wie problembezogenes Lernen, die Zusammenhänge zwischen 


Begabung, Leistung und sozialer Herkunft, die Gründe des Schulversagens und der 
Verwahrlosung, usw. 


tersuchungen durchzuführen, In der zweiten Phase stiegen die Etats erheblich an 
und damit wuchs die Tendenz, unabhängige Institute einzurichten, die mit ministe- 
riellen Planungsabteilungen gekoppelt sind. Damit wird das Problem aufgeworfen, 
wie weit Forschung noch unabhängig durchgeführt werden kann, sowie die Frage 
gestellt nach der optimalen Möglichkeit, Forschung unterschiedlichster Art zu in- 


ee 
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stitutionalisieren. Eine Fallstudie der Entwicklung in GroBbritannien wird hier dar- 
gestellt, wobei die Méglichkeiten der Gesamtschule, heterogene Gruppen individuell 
zu fördern, mit der selektiven Schulbildung, die eher homogene Gruppen bildet, 
verglichen werden. 
Weitere wichtige Entwicklungstendenzen, die diskutiert werden, sind Längs- 
, schnittuntersuchungen bestimmter Kindergruppen (cohort studies), um fortlaufende 
Veränderungen und Entwicklungen aufzuzeichnen, Untersuchungen über die Ko- 
steneffektivität der Erziehung in Industrie- und Entwicklungsländern, sowie inter- 
disziplinäre Forschungsarbeit, der insbesondere auf dem Gebiet der Curriculum-For- 
schung, aber auch in der Untersuchung von Organisationsformen, pädagogischen 
Lehrmethoden und in der Lehrerbildung besondere Bedeutung zukommt. 


RECHERCHE ET ACTION PEDAGOGIQUES 
par W. D. Watt, Londre 


Relativement récentes, les recherches dans le domaine de l'éducation ne remon- 
tent qu'au début du siècle. Jusqu'aux années trente, dans la plupart des pays du 
monde, elles n'eurent aucune influence sur l'élaboration des décisions d'ordre péda- 
gogique. Cependant, tandis que s’accumulaient nos connaissances sur le développe- 
ment de l'enfant et l'éventail des caractères, la psychométrie contribua, sans aucun 
doute, à transformer l’atmosphère de nos écoles, particulièrement de nos écoles 
primaires en permettant de mieux aborder l'enfant. Presque tous les thèmes déve- 
loppés après la guerre existaient déjà auparavant et certains avaient même été 
l'objet d'examens: problèmes concernant l'enseignement, rapports entre les aptitu- 
des de l'enfant et la classe sociale à laquelle il appartient, causes d'échecs et de 
délinquence. 

Dans un certain nombre de pays, après la guerre, on a pu constater un profond 
changement dans les relations entre la recherche et l’enseignement dans ses réper- 
cussions politiques. Le gouvernement encouragea tout d'abord la création d'instituts 
universitaires de recherche pédagogique en accordant une aide financière à leurs 
enquêtes pratiques. Ce premier mouvement fut suivi d'un accroissement considéra- 
ble des finances ainsi que de la création de nombreux instituts privés qui travaillent 
en collaboration avec les départements gouvernementaux de planification. Cela 
soulève les problèmes relatifs à l'indépendance de la science et aux meilleures façons 
d’institutionnaliser les recherches de tous genres. Après la guerre, les sujets des re- 
cherches se sont révélés les mêmes qu'auparavant mais cette fois les formes étaient 
différentes, plus compliquées. Un exemple historique nous est donné par le Royaume- 
Uni et l’on s'interrogea en particulier sur la création de groupes hétérogènes plutôt 
qu’homogènes, sur l'institution d'une éducation compréhensive et non sélective. On 
assista aussi à la formation de groupes d'observation temporaire. Il y eut des études 
tendant à mesurer l'efficacité de l'éducation dans les pays développés et en voie de 
développement. La recherche interdisciplinaire pratique s'est accrue, surtout en ce 
qui concerne le développement des plans d'étude, mais aussi dans l'étude des formes 
d'organisation, des méthodes pédagogiques et de l'éducation des enseignants. 


BOOK REVIEWS — BUCHBESPRECHUNGEN 
ANALYSES BIBLIOGRAPHIQUES 


BLISHEN, EDWARD (ed.), Blond’s Encyclopaedia of Education. London: 
Blond Educational, 1969. pp. 882. £ 6. 


This encyclopaedia, over half a million words long, purports to cover in a single 
volume “all aspects of British education at home and overseas as well as essential 
facts about educational systems in all countries”. The comparativist, whether 
British or not, since he is always in need of quick reference works, particularly to 
verify facts, should therefore welcome this work. It is, alas, unfortunately the case 
that he will probably not do so. Blishen and his 173 “distinguished contributors" 
have failed to fulfil their avowed intention to make this the vade mecum for edu- 
cationists. 

Faced with the task of reviewing a reference work, one inevitably seeks out those 
entries of immediate interest to oneself. It is therefore a disappointment, upon 
turning to the entry on French education to see that, despite the mention of “the 
student rebellion (sic) of 1968” the cycle d'observation is described as lasting two 
years — this being the original 1959 proposal — instead of the present four. The 
article on education in West Germany is sketchy and incomplete — although the 
Congress Hall in West Berlin is singled out for special commendation. Among 
international organisations, neither OECD nor the Council of Europe, both of which 
have done outstanding work in the educational field, rate separate entries, although 
referred to elsewhere. Although ITEP is dealt with under UNESCO, educational 
planning as such has no article devoted to it, whilst educational publishing, on the 
other hand, rates over two pages. 

On the other hand, the connoisseur of English educational curiosities may well 
have his interest whetted in unexpected ways. He may discover — as the present 
reviewer did — that English “Public Schools" Bursars have their own professional 
association. (The Modern Language Association, a much more significant body, is 
summarily dismissed in eight half-lines of print). 

On the credit side must be placed the excellent condensation by Joseph Lauwerys 
of the state of comparative education today. At random one may also single out the 
succinct statement on comprehensive education by Brian Simon and another by 
Dr. Coltham on primary education, to name but two articles of merit. 

However, at a time when “rolling reform” in education is the order of the day, 
the concept of such an encyclopaedia may well be questioned. It is at least arguable 
that it should take the form of a loose-leaf volume to allow for frequent additions 
and amendments. That there is room for such a reference work is undeniable. This 
volume, unfortunately, at £6 net, is not it. 

W. D. Harrs, Oxford 
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IBE, International Understanding as an Integral Part of the School Cur- 
riculum. Publ. 312. Geneva/Paris: IBE/UNESCO 1968. pp. 240. Sfr. 
26.50. FF 30. 51/-. $ 8.50. French translation: Publ. 311. 


At regular intervals the Secretary-General of the United Nations submits to the 
Economic and Social Council a report on teaching about the United Nations in 
Member States. The report is based upon the official replies received from countries 
in answer to a specific request. For Human Rights Year, the International Bureau 
of Education wishing “to make its contribution, however modest" undertook a 
comparative study of education for international understanding. The results are 
contained in this book. They would seem to justify the use of the qualification 
“modest”, and add only a little to the picture already provided by the periodic 
surveys of the United Nations. 

The book contains a copy of the questionnaire addressed to the Ministries of 
Education; a comparative study of the replies received under such headings as 
"Official provision for international understanding", "Place assigned to inter- 
national understanding in teaching”, “Obstacles to education for international 
understanding"; and summaries of the various individual replies. 

The resulting generalisations were to be expected. As the book states in one 
passage: “... international understanding, while itis related to almost all subjects, 
isstill a rather vague subject for study, vast, complex and hard to define." 29 
affirmative replies (the study covered 82 countries) were received to a question 
which asked if there were programmes of research with a view to providing a 
scientific basis for the content and methods of education for international under- 
standing. The precise nature of such research rarely, if ever, emerges. Reference is 
made to the existence of “psychological difficulties”, but these are never defined. 
Regarding Unesco Associated Schools, some replies state that the results they have 
obtained are remarkable, and others that it would be premature to form an opinion 
of their influence. And so on. The whole makes for rather tedious reading; but the 
book will be useful as a reference work for students who are producing theses on its 
subject. 

Clearly, a great deal of thought and effort has been devoted to the compilation 
of International Understanding as an Integral Part of the School Curriculum. A 
comparative study in depth of a strictly limited, but carefully selected, number of 
countries could have been so much more profitable. The individual teacher who, as 
the book says, “bears the greatest responsibility with regard to the younger gener- 
ations’ training in a spirit of peace ...” might then have found some of the inspi- 
ration and guidance which is so sadly lacking in general, and from this work in 


particular. 
Terence Lawson, London 
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MAYER, Martin, Diploma. International Schools and University 
Entrance. New York: The Twentieth Century Fund 1968. pp. 250. $ 2.50. 

LEACH, ROBERT J., International Schools and their Role in the Field of 
International Education. Oxford: Pergamon 1969. pp. 272. 25/-. $ 4. 


Martin Mayer estimates that at present “about two and a half million people, 
half of them American, are residing temporarily, on missions of one, two or three 
year’s duration, in places far from the homes to which they will presently return. 
Many of them have children”. 

Apart from persons in diplomatic or military service, many business organisations 
are sending staff abroad for terms of somewhere between 2 and 5 years at a time. 
Nearly 100 per cent of these persons take their families with them and one of their 
major concerns is over the education of their children. These children have usually 
already had some education in their own national systems of education and will 
return to the same national systems after their terms abroad. 

Aseries of types of schools (many of which have the word international somewhere 
in the title) have emerged to deal with the “transient” pupils. It is difficult to arrive 
at any one all-embracing definition of an international school except that students 
of more than one nationality attend it but then schools in Notting Hill, London 
which are not international schools could be categorized as international. Some 
schools emerged because of the need of a private or national organisation to recruit 
skilled personnel from other nations; other schools have emerged because of the 
needs of international organisations. The International School of Geneva (Ecolint) 
was founded to serve the children of the League of Nations employees, the United 
Nations International School (UNIS) the children of the United Nations personnel 
and the European schools (Scholae Europaeae) were established by the European 
community to serve the needs of the Common Market civil servants. These schools 
will increase in number and it is timely that two books should now appear reviewing 
the development of such schools, the variety which exists, the problems they have 
and the topical problems of establishing a satisfactory high school graduation 
examination for the pupils of international schools which will be recognised by all 
universities. 

Robert Leach, an American, has worked at the International School in Geneva 
since 1950, has been closely associated with the International Schools Association 
(ISA) for many years and has been responsible for the development of a world 
history syllabus for the International Schools Examination Syndicate (ISES). He 
has been intimately connected with the development of many of the International 
Schools movements and indeed has worked at the world international schools 
pivot, namely, Geneva. 

Martin Mayer, also an American and a free-lance writer on education (cf. The 
Schools, 1961 and Where, When and Why: Social Studies in American Schools, 1963) 
was contracted by the Twentieth Century Fund to write a book on the ISES 
program. In order to inform himself he attended ISES meetings and visited various 
international schools in South America and Europe, but none east of the Mediter- 
ranean coast line. 

Leach begins his book with a description of the different types of international 
schools which exist and, inter alia, presents a slightly modified version of his and 
Michael Knight’s categorisation schema first presented in the 1964 Year Book of 
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Education. He continues with a history of the development of both the International 
Schools Association and the International Schools Examination Syndicate (and 
therefore of the International Baccalaureate Office) and describes in some detail 
the international syllabuses developed by ISA and ISES (and in four appendices 
covering 70 pages, he also presents various aspects of the world history course he 
was responsible for developing). He continues with a chapter on organisations 
engaged in some form of unilateral or bilateral internationalism in the field of 
education. In the chapter on “The International School in the World” he presents 
comprehensive lists of existing schools which could be counted as International 
Schools and ends with a short chapter on “The Ideal International Schoo! ” where 
he provides from his wealth of experiences practical guidelines on the establishment 
and running of his idea of an ideal “international” school, with which this reviewer 
agrees. 

Mayer focusses more on the problem of the access of international school pupils 
to the university and of the problems and prospects of the International Bacca- 
laureate examination being developed by the ISES. He devotes two chapters to 
The Problem (Education of Foreigners and Access to Universities), five to the 
Schools (Ecolint, UNIS, and Atlantic College: the Sponsors of the Examination, 
the Scholae Europaeae, a multinational multitude, the French Foreign Lycées and 
American Overseas Schools), and two to the International Examination (The 
Prospects for a Passport and the International Baccalaureate Office). In his 
conclusion he ably presents his own perception of the current position and possible 
future of the International Baccalaureate. 

Leach has given a much more thorough (though, in some parts, rambling) 
historical account of the development of international schools, associations and 
examinations than Mayer. He also presents much more factual evidence (cf. his 
list of schools in Chapter 6). Some of his observations in the first and last chapters 
were very much appreciated by this reviewer. In speaking of the difficulties of 
moving away from a nationalist concept of an international school or of overcoming 
national prejudice in foreign communities (e.g. the largest national group ina 
foreign community wanting the school to be run according to their national system) 
he says, “I think it can be maintained that only when each national, financial and 
trusteeship interest is in the minority is it possible to achieve more than a national 
internationalism” and “The truly multilateral international school must be devoted 
to the principle that the highest common dominator between and among the 
various contributing national elements is essential”. It is, of course, very difficult 
to have parents forego certain aspects of their own national system (even though 


“educationally” their children may be benefitting much more from an integrated 


international school program) when their children have to return after a time 
e most difficult re-entry points (at 


abroad to their own school system. One of th 

least in terms of ultimate career) is immediately after the pre-university year for 
entry to college or university. Hence, the emphasis by educators on creating an 
international baccalaureate which will be recognised for college entry throughout 


the world. un N : 
The higher up the school system one goes the more difficult it is to find too much 
communality between subject syllabuses from different school systems (but 
ment on the overall objectives when 


interestingly enough there is strong agree 
dec n can understand them). W. D. Halls of Oxford, 


operationalised such that schoolme : 
who has done most of the leg work on breakdown of syllabuses for the IB, is to be 


congratulated. 
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Mayer deals with the ISES and IB in more detail than does Leach and his 
succinct summaries and clear perception of the problems are a joy. However, his 
interspersions of anecdotes headed “From the Classroom” this reviewer found 
irritating and perhaps even a little journalistically gimmicky. 

Mayer's attack on the International Association for the Evaluation of Educational 
Achievement (IEA) is misplaced in the sense that he has clearly misunderstood the 
main aims of IEA, and the selection of 3 items (out of 174) to prove his case is 
unfair. Furthermore, when criticizing psychometric work, he should perhaps 
beware of using such phrases as “... the more or less raw scores ...” (p. 199) 
- are they raw or aren’t they?!. He questions the accuracy of all statistical corre- 
lations in the IEA report*) (p. 200) because of the errors for 2 of Finland’s popu- 
lations. At most Finland’s errors were involved in 5 per cent of the correlations. 
Again, how Mayer comes to know the feelings of the IEA authors which he comments 
on (p. 205) is beyond this reviewer's comprehension. When discussing a plan for 
school based examinations he suggests that the plan is unworkable since ‘‘the 
entrance requirements of the universities (are) unknown ...” (p. 207). This is 
debatable! Some of the above reminds this reviewer of the thirteenth stroke of the 
clock which casts doubt not only upon itself but also upon the preceding twelve 
strokes (at least when the author discusses the more technical aspects of educational 
research and tests). 

Despite the preceding paragraph Mayer’s book does spotlight many of the 
problems and whereas Mayer’s book is aimed more at policy makers and parents, 
Leach’s book will be of more interest to teachers (mainly because of the syllabuses). 
They are timely because they make known the International Baccalaureate and 
because they discuss many of the problems of international schools at a time when 
an explosion in the number of international schools across the world is about to 
take place. 

T. NEVILLE POSTLETHWAITE, Stockholm 


*) T. Husen (ed.): International Study of Achievement in Mathematics. A Com- 
parie of Twelve Countries. Vol. I and II. Stockholm/New York: Almqvist and 
iksell/John Wiley, 1967. 


PETERS, Orto, Das Hochschulfernstudium. Pädagogisches Zentrum 
Veröffentlichungen, Reihe C: Berichte, Bd. 5. Weinheim: Beltz 1968. 
620 S. DM 50. 


Readers of O. Peter’s earlier publications *) on correspondence education will 
read this book with great expectations and I feel confident they will not be disap- 
pointed. The book under review is a comprehensive survey of correspondence 
teaching at the university level. The first part of the book contains extremely 
informative chapters on the students involved (Peters refers to figures reported 
from various countries showing that there are more than 2,300,000 university 
correspondence students in the world, more than half of whom are to be found in 
the Soviet-Union), on the tutors engaged in the work, the subjects taught, the 
methods applied, the teaching institutions working in the field and on the ad- 
vantages and disadvantages of this form of study. More than 200 pages contain 
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systematic information on the work done in England, France, the Netherlands, 
Norway, Sweden, Israel, Japan, South Vietnam, Australia, New Zealand, South 
Africa, Canada, the USA, the Soviet-Union, Poland, Czechoslovakia, Hungary, 
Romania, Bulgaria, Cuba, Jamaica, Mexico, Columbia, Costa Rica, Lebanon and 
India, after which follows a rather detailed account of the contributions of the 
two parts of Germany to this type of study. 

The author has based his exposition on a very thorough and extensive collection 
of information and on the written sources available and has made a point of sup- 
porting his statements by a number of detailed references. Thus he has given more 
than forty pages to comments and sources apart from a very full bibliography. He 
further records 85 appendices containing figures illuminating the general exposition. 
The value of the book is enhanced by a complete register of matters dealt with and 
persons mentioned. 

It is almost impossible for one reviewer to judge the adequacy of all the material 
provided by the author. In fact, a proper scrutiny would require a team of special- 
ists. The present reviewer has checked the points he has first-hand knowledge of 
and has studied the author’s general approach. As far as I can judge the information 
given is accurate and the author's method provides his readers with the references 
needed for a renewed careful study. The book is an unrivalled source of information 
on the subject. Its scholarly approach will keep it valuable long after the figures 
and other facts mentioned are out of date. 

It is a pity it was not published in English as German is comparatively little 
read outside the continent of Europe and this is undoubtedly one of the most 
valuable books ever written on correspondence education. However, the author 
has taken great pains to make the book readable to anyone with a knowledge of 
German and has thus provided a number of valuable “ Vorbemerkungen” in which 
he lucidly explains the concepts and terms he refers to. On this point I have one 
objection, however. 

On pp. 17 and 18, where he discusses the terms “Fernunterricht”” and “Fern- 
studium”, he does not explicitly explain that the former refers to the pre-university 
stage and the latter implies university correspondence study. It is true that this 
distinction appears implicitly on p. 18 but, as the German terms on this point are 
felt to be confusing by many non-Germans, it would, I think, have been useful to 
make it perfectly clear by means of straight-forward definitions. 

It is evident from what I have said above that I consider Peter's new book very 
valuable. 1 wonder, however, if the author has not included some too ephemeral 
information. What I have in mind above all are his statements about course fees, 
which are already largely out of date. It would also have been practical if in each 
case when figures are given the period were also stated. This is the author's habit, 
but exceptions can be found (see p. 111, two lines from the bottom, in which case a 
time indication can actually be found but only in the appendix at p. 492, to which 
the author duly refers his readers, however, and p. 113, line 4, where no time indi- 
cation at all is given unless the date of the source paper referred to in an appendix 
at p. 493 is regarded as such). 

À misunderstanding on a point of detail appears in appendix 19 where scorre- 
spondence courses at Lund University” are mentioned. Lund university provides 
no university teaching but offers facilities for seminars etc. for the students of 
Hermods as correctly explained by the author in his chapter on Sweden. This is 
probably just a slip taken over from the source referred to. 
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The registers seem to be very accurate. A small mishap is that the names men- 
tioned on p. 9 are recorded in the register as appearing on p. 7. 

My conclusion on Peter's book Das Hochschulfernstudium is that it systematically 
covers an important subject, is accurate and well-written and gives much infor- 
mation not only on facts but also on sources and literature. It is a first-class survey 
available to anybody who can read German. It is scholarly in its approach but 
pleasant to read and easy to use as a work of reference. . 


BöRJE HOLMBERG, Malmö 


*) The book Der Fernunterricht has been reviewed in this journal, Vol. XIII, 
1967, 1, p. 115. 


STOIAN, STANCIU, Cercetarea pedagogică (Educational Research) — 
Aspecte metodologice. Bucuresti: Editura politică 1969. pp. 239. Lei 8.25. 


Of all the Balkan states, Romania has apparently achieved the most in terms of 
educating her people since the end of World War II. Since about one-third of the 
national budget has been assigned to education, which has produced a phenomenal 
growth of educational institutions, faculties, and graduates, the nation has been 
creating a new intelligentsia whose growing dissatisfaction with former pedagogy 
will lead inevitably to the introduction of certain bourgeois methods at the expense 
of Soviet-style techniques. The author of this analysis, Stanciu Stoian, a member of 
the Academy of the Romanian Socialist Republic and the Faculty of Philosophy 
of the University of Bucharest, can and does scan years of dynamic changes in 
Romania's history. He was writing on pedagogy over thirty years ago, when his 
homeland was a constitutional monarchy and before it experienced successive 
governmental upheavals. Romania has seen monarchy, fascist dictatorship, Nazi 
occupation, liberation, a coalition, and finally a communist rule. All involved 
dramatic changes in the educational apparatus. What Stoian attempts here is to 
provide a defense of the present educational system which, he claims, embodies 

- the best of the past and the most valuable of the present. 

Romania’s educational system is indebted to the influence of Anton Makarenko 
(1888-1939), the “John Dewey” of Soviet education who insisted schools create a 
collective consciousness in students amid a proper environment. Such an awareness 
has been the aim of the Romanian Communist Party, since it formulates the general 
policies covering both structure and content of education. Although school adminis- 
trators and educators in general have some latitude in the implementation of 
educational policy, decision-making power rests exclusively with the Party. But, 
in the realm of environment, Stoian’s study refers to the recent revival of sociology 
as a valid social science in his country. Hitherto considered superseded by Marxist- 
Leninist dogmas, the sociological treatises of such renowned Romanian scholars as 
Dimitrie Gusti are now employed as guides for educational instruction. Stoian’s 
book is a refreshing revelation of Romania’s apparent readiness to liberalize the 
educational apparatus. Its contents include chapters on teaching methods, inter- 
disciplinary approaches, experimentation, cybernetics, sociological pedagogy, and 
a very broad bibliography, Coming from such a distinguished educator, this work 
must be deemed authoritative as well as symptomatic of the current trend in 
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Romanian education. For such reasons it is the official manual until such time as the 
trend shifts. Replete with pedagogic jargon, which makes the original quite difficult 
to comprehend, Stoian's study is worthy of a translation into a Western European 
tongue for more to see what is being attempted in new Romania. 


SHERMAN D. Spector, Troy, New York 


THONSTAD, TORE, Education and Manpower: Theoretical Models and 
Empirical Applications. London: Oliver and Boyd 1969. pp. 162. 63/3. 


Tore Thonstad, an econometrician at the University of Oslo, presents a me- 
thodological framework consisting of two basic mathematical models within which 
he places a detailed empirical analysis of Norway's educational system. His mono- 
graph treats education as a process of production with pupils and teachers as inputs 
and educated manpower as output and, as such, addresses itself to the conse- 
quences of the need for given quantities of manpower with different types of 
training within the over-all arena of inquiry extended by a variety of OECD and 
other human resources researchers during the United Nations' Development 
Decade. 

The author's explicit purpose was to construct models which “perhaps can help 
us to understand better some complicated educational inter-relationships". Part I 
tersely surveys various models of educational systems and discusses the current 
state of the art of manpower planning. Frequently cited theoreticians include Hector 
Correa, Gary S. Becker, Richard Stone, Jan Tinbergen, Ragnar Frisch, Ingvar 
Svennilson, and Stanislav Strumilin. Part II presents a human-flow model which is 
adapted to accommodate the exigencies of the Norwegian national system of 
education. Part III develops model structures designed to permit the reader to 
identify various dimensions of an educational system deemed necessary to meet 
given needs for educated manpower. Within this context Appendix B presents the 
synthesis of an educational input-output model. And, Part IV moves into a be- 
ginning effort to introduce a dynamic, multisectional model designed to represent 
some of the fluctuating inter-relationships existent between different parts of an 
educational system. Subject and Author Indexes enhance the volume’s utility. 

Over-all, Thonstad achieves his aim. The wedding of logically consistent models, 
albeit models rooted in rigid assumptions which are open to strong criticism (e.g. 
on p. 113 one finds the optimistic operational premise “all Norwegians studying 
abroad return home after completing their studies"), and empirical data permit us 


to examine differences between hypothetical and observed cases. In global terms 
within 3.9 percent, the observed 1960 


the human-flow model accommodates, 

Norwegian educational pattern. It must be pointed out, however, that there existed 
at that time an excess in hypothetical enrollment figures 
Colleges and 50 percent in Universiti 
limits are established for the empirical 

developing nations are generated, e.g., in urbanizing contexts how may teacher- 
labour force ratios vary Over 


of more elementary levels? k d 
. In some instances the text is ponderous to the point of appearing non sequitur. 
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For example, on page 71 we find, “compare, for instance, the macro models of the 
Keynesian type where the whole production activity of a country is lumped 
together into one sector, and where all consumers are treated as one group. This 
scarcely renders the crude simplification of the school system presented below 
indigestible”. ...? 


Education and Manpower extends the spectrum of knowledge concerning current 
social systems as a micro study that contributes to filling in one of the lacunae 
suggested by Harbison and Myers’ panoramic volume Education, Manpower and 
Economic Growth (1964). While the volume does not represent a giant conceptual 
step forward, it serves as a respectable contribution to that body of evidence that 
collectively will facilitate current efforts of educational planners. Thus, the volume 
is recommended for educational planners who may approach their subject from a 
manpower-needs point of view, and who feel comfortable working with the range 
of heroic assumptions that undergird manpower need projections. 


RicHARD L. Cummines, Milwaukee 


WiLocH, TADEUSZ J., Wprowadzenie do pedagogiki porównawczej (Intro- 
duction to Comparative Education). Warszawa: Pahstwowe Wydawnict- 
wo Naukowe 1970. pp. 235. 


This introduction to the contemporary status of studies in comparative education 
is written in Polish. Its undubitable merits as well as the political scars it carries are, 
therefore, of importance only to a limited audience. 

On the positive side, the book is distinguished first by thorough coverage of 
available world sources. In fact the digestion of contemporary materials is quite _ 
remarkable for a country with limited access to western literature. Poles have al- "` 
ways been first rate bibliographers. Secondly the author, Tadeusz Wiloch, is a young 
scholar of great academic ability who combines sincere Marxist convictions with a 
thorough training received at the Lenin Pedagogical Institute in Moscow and at his 
own university of Warsaw. His mature reports about Soviet education have been the 
major source of information in the West beyond the reports available directly from 
the Soviet Union. With all this to his credit, it is regrettable that Wiloch has so far 
been denied the opportunity to travel in the West. Thus his coverage of the western 
area of the world has had to be only from secondary resources. 

The book provides a lucid statement of the conception of comparative studies in 
education in the communist world. As is usual for Polish exponents of socialism, the 
author has shown with clarity and even brilliance how Marxist educators interpret 
their political position. Such clarity and intelligence is not always present in inter- 
pretations by writers of other communist countries, Western contributions to the 
comparative field have also been skillfully woven into the narrative, in such a 
manner as not to offend political orthodoxy. It is probably correct to say that this 
book is the best introduction to the communist conception of comparative education 

available at present. 

Five chapters cover various parts of the field in depth. The introduction provides 
historical survey, in which of special value and interest is Nadezhda Krupskaya’s 
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not always convincing claim to a place in the history of comparative education. That 
she was a distinguished pedagogue no one will doubt. Whether she was a historian, 
a philosopher or a truly professional comparative educator is another matter. There 
are other inaccuracies. Peter Sandiford’s Comparative Education was not the first 
English book of that title published in the West and appeared in 1918 not 1928. The 
first English book was written by Hughes and published in 1904 by Scribner in New 
York and London. 

Chapter I covers the conventional divisions in comparative methodology. The 
threefold division suggested might be called (1) the search for global laws derived 
from Jullien; (2) the search for comparative typologies derived from Sadler; and (3) 
the search for international measures of quality stemming from the contemporary 
work of Husén and associates. Again we face minor errors. I. L. Kandel, a Jew, must 
be stirring in his grave, since he was not of German descent, but an Englishman 
born of Hungarian parents. His famous spoof of comparative sociology as a ““gastro- 
nomic approach" is astonishingly enough taken at face value. And Lawrence Cremin, 
the most distinguished contemporary historian of American education, has never 
written in the field of comparative education. 

Chapter II is devoted to the schematic criteria of comparison. The author discusses 
the problems connected with the formulation of typologies and thus relies of necessi- 
ty, though seldom explicitly, on American sources. One may understand and forgive 
the many sharp criticisms he makes of American scholarship. But the currently 
fashionable stages of comparative analysis — description, interpretation, and juxta- 
position — are attributed erroneously to Hilker who named them but who was only 
the second to formulate them. 

Chapter III is the most valuable in the book because it deals with the normative 
significance of educational achievements across the frontiers. The book claims con- 
ceptual distinctions (and superiority) for the socialist camp, but actually it is here 
that Eastern and Western thought could find the most secure meeting ground, Edu- 
cation is conceived as a deliberate attempt to improve behavior, devoted to the 


infinite development of human talent. Americans, who again come in for scorn, 


would not quarrel with this assignment of priority to values which they themselves 
invented. 

In the last chapter the author discusses the relationship of comparative education 
to other pedagogic disciplines. He finishes by postulating for the field three inter- 
esting functions: integration of international educational perspectives; evaluation 
of educational practice in different countries; inspiration. for improvements and 
reforms as a result of comparative analysis. This is a fresh, new synthesis of views 
which the earlier pages of the book have laid out. Another eloquent plea for the 
assignment of a foremost place to comparisons in education has been made. 


GEORGE Z. F. Berepay, New York 


PUBLICATIONS RECEIVED JANUARY-JUNE 1970 
JANUAR-JUNI 1970 EINGEGANGENE VEROFFENTLICHUNGEN 
PUBLICATIONS RECUES ENTRE JANVIER ET JUIN 1970 


except those already reviewed. The inclusion of a book in this list does not preclude a 
later review. 
mit Ausnahme von solchen, die bereits besprochen worden sind. Die Aufnahme eines 
Buches in diese Liste schließt eine spätere Besprechung nicht aus. 
exception faite de celles qui ont déjà analysées. L'énumération d'un livre dans cette 
liste n'exclut pas une analyse ultérieure. 


ABRAHAM, KARL, Erziehung und Industrialismus. Vorschläge für die grundlegende 
wirtschaftliche Erziehung der Jugend in europäischen Ländern. Freiburg: Lambertus 
1970, 112 S. DM 15.80. 

ADAMS, Don, Education and Modernization in Asia. London: Addison-Wesley 
1970. pp. 207. 26/-. 

ANTHOLZ, HEINZ, Unterricht in Musik. Ein historischer und systematischer AufriB 
seiner Didaktik. Diisseldorf; Schwann 1970. 215 S. DM 10.80. 

ARENS, WERNER, Zur Notwendigheit der Erwachsenenkatechese. Bestandsaufnahme 
und Versuch einer Wegweisung. Münsterische Beiträge zu pädagogischen Zeitfragen. 
e 20. Münster: Deutsches Institut für wissenschaftliche Pädagogik 1969. 33 S. 
DM 4. 

Barkan, Lewis, Les effets du bilinguisme français-anglais sur les aptitudes intel- 
lectuelles. Heidelberg: Groos 1970. 131 S. DM 23. 

BREYER, HERBERT; OTTO, GÜNTER; WIENECKE, GUNTER, Kunstunterricht. Pla- 
nung bildnerischer Denkprozesse. Düsseldorf: Schwann 1970. 190 S. DM 11.80. 

Bucuanan, James M.; DEvLETOGLoV, Nicos E., Academia in Anarchy. An Eco- 
nomic Diagnosis. New York: Basic Books 1970. pp. 187. $ 5.95. 

BUTTERWORTH, Eric; Weir, Davin, The Sociology of Modern Britain. An Intro- 
ductory Reader. London: Collins 1970. pp. 340. 10/-. | 

CAMERON, JOHN, The Development of Education in East A frica. New York: 
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